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Abstract
Brown, Dorian B. EdD. The University of Memphis. August 2014. Mobile
learning for communicative language teaching: An exploration of how higher education
language instructors design communicative MALL environments.
Major Professor: Michael M. Grant PhD.
The purpose of this study was to describe how higher education language
instructors design mobile-assisted language learning (MALL) environments for
communicative language teaching. As our focus in second language acquisition has
moved toward a communicative approach, the media richness and communication savvy
of mobile devices can play a vital role in this new communicative goal. Offering
authentic content and dialogue opportunities, language instructors can take advantage of
these devices leading language learners to achieve true fluency in another language.
While the opportunity for communicative language teaching with MALL is viable, how
to best design MALL environments for this purpose is still in its infancy. Answering
questions regarding device type, application usage, theoretical foundations, and
communicative task type and frequency will add to the richness of research for planning
communicative MALL experiences.
This study focused on two research questions. The first question explored how
higher education language instructors design mobile assisted language learning
environments. The second dealt with the influences that ignite those decisions. Four
higher education language instructors participated in this case study. Data consisted of
semi-structured interviews, document reviews, and observations, and were analyzed
using general qualitative analysis and the constant comparative method. Three themes
emerged in the findings: (1) describing the communicative language learning
environment enhanced by mobility, (2) meeting student, organizational, and instructional
v

needs/goals, and (3) planning the implementation of MALL experiences for
communicative language purposes.
A discussion integrated these findings with interpretations in order to answer the
research questions. The data suggested higher education language instructors identify
goals, and create authentic learning experiences via communicative modes in order to
achieve those goals. Further, the data suggested they have theoretical alignments with
constructionism and situated learning, hold strong beliefs in CLT, and have beliefs about
mobility that inform how they design communicative MALL environments.
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Chapter 1
Introduction
“The limits of my language are the limits of my world.” – Ludwig Wittgenstein
Monolingualism, particularly in the United States, has neared an epidemic. The
U.S. Census shows 18% of citizens reporting as bilingual, as opposed to 53% of
Europeans are recorded as being bilingual (Skorton & Altschuler, 2012). At present, only
30% of secondary students in the United States, and 8% of post-secondary students are
enrolled in a foreign language course, which is in stark contrast with our international
economic competitors (Ochoa, 2012). The study of modern languages in the United
States is subpar, if not, in crisis.
To further validate this predicament, the United States Senate Committee on
Homeland Security and Governmental Affairs called a hearing in May of 2012 on “A
National Security Crisis: Foreign Language Capabilities in the Federal Government,”
where testimony was given regarding the state of foreign languages in our country.
Eduardo Ochoa (2012), Assistant Secretary for Postsecondary Education of the U.S.
Department of Education testified that “in 2007, the National Research Council reported
that a pervasive lack of knowledge about foreign cultures and foreign languages threatens
the security of the United States as well as its ability to compete in the global
marketplace, and produce an informed citizenry” (p.1). Our country’s general disinterest
in speaking other languages is irresponsible, particularly regarding the economy, cultural
competence, and national security.
The resounding problem now is to account for why the language abilities in our
nation are unsatisfactory. In addition to our nation’s need to overcome its resistance to
1

learning languages (Nordin, 2012), there must also be a shift in the way languages are
taught in our country. When discussing past experiences learning a second language,
individuals have torturous memories of grammar drills, translations, and vocabulary lists,
while also admitting they still cannot speak any of the language. This is a reflection of
such teaching methods as the audio-lingual and grammar-translation methods that
focused on grammar, repetition, and dialogue memorization (Shrum & Glisan, 2005).
With behaviorist and cognitivist foundations (respectively), these methods focused on
drills and explicit language components rather than the transferability and applicability of
the learned skills in the real world. These instructional methods, have not, and do not
effectively yield proficiency in a second language.
An answer to this issue of proficiency is to move the language-learning goal
toward a focus of actual communication. Instead of the traditional language learning
experience that included early learning of grammar rules, there is now a commitment to
engage learners in functional chunks of language that lead to increased communicative
abilities. Such new language curricula would focus on, not only grammar, but also
discourse and sociolinguistic competencies (Pan, 2013). As this new emphasis emerges,
language instructors must also evolve their course designs to include functional language
use and authentic materials, and would also evolve their role to that of facilitator (Pan,
2013). This new focus welcomes new approaches and tools that would blend
engagement and communication opportunities.
Mobile Assisted Language Learning
With the recent shift toward a communicative approach for language study, there
arises the opportunity for new theories, methods, and tools for developing language
2

fluency. Mobile assisted language learning (MALL) is one approach that encompasses
that opportunity. Mobile-assisted language learning (MALL) involves using a mobile
device for the purpose of enhancing language abilities in speaking, reading, writing,
and/or listening. It can be defined as any educational provision dominantly employing
handheld or palmtop devices (Park, Nam, & Chu, 2012) for the purpose of language
learning. The following paragraphs reveal how MALL environments can expand
communicative language learning experiences through situated learning, authentic
reading and writing opportunities, as well as authentic dialogue opportunities.
The situatedness of MALL. MALL can nurture a communicative languagelearning environment by offering true, contextual learning opportunities. Growing
evidence shows individuals can best learn a second language when it is placed in real
contexts and when there are authentic opportunities for using the language (cf. Back,
2011; Blasing, 2010; Neville, 2010). Cognitive processes in general and language
acquisition in particular are publicly deployed, socio-interactionally configured, and
contextually contingent (Mondada & Doehler, 2004). As language learning is a cognitive
process, it is necessary, therefore, to situate learning content and activities appropriately.
Current practice however shows teachers often assume too much responsibility in
language teaching, and students often assume too little in language learning (Lee &
VanPatten, 2003).

Mobile devices can serve as a possible solution due to their

ubiquitous and situated nature, which can allow learners to access and develop their own
learning in real time (Elias, 2010; Jeng, Wu, Huang, Tan, & Yang, 2010; KukulskaHulme, 2013a). MALL environments developed through the lens of situated learning are
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proposed to be beneficial for increasing context-based, social learning communities,
where students are actively participating in learning.
Authentic content. Mobile learning can be a catalyst for the use of authentic
content due to its ubiquitous and almost limitless access to varied content. Traxler (2007)
stated the following:
Authentic learning implies that learning should be based around authentic tasks,
that students should be engaged in explanation and inquiry, that students should
have opportunities for social discourse, and that ample resources should be
available to students as they pursue meaningful problems. Mobile learning
enables these conditions to be met. (p. 7)
This idea of authentic learning speaks volumes in relation to communicative language
teaching, and how mobile learning plays a role. Mobile devices provide access to a vast
amount of authentic reading and writing opportunities, such as blog posts, e-books,
emails, and social media. Additionally there are many opportunities for rich media such
as music, videos, and live radio streaming. Most authentic learning content offered
through mobile devices is well suited to support communicative language goals.
Dialogue opportunities. Not only are mobile devices capable as vehicles of
content delivery, they are fundamentally true communication devices. In addition to
standard phone calls, they are capable of video calls, maintaining social media
communications, and text messaging (e.g., Grant & Hsu, in press). These are all viable
opportunities for authentic dialoguing in the target language. Activities particular to
communicative language teaching, including interviews, games, and other sociolinguistic
functions (Daisy 2012; Pan, 2013) are all capable via mobile device. This ability can
4

help create learners who become actually interested in fluency. They become aware of
the sounds of the language and how to accurately replicate those sounds (Abd
Elmaksoud, 2013). The social aspect of mobile devices can therefore make the second
language as much a part of the learner’s identity as the first language – which can lead to
continuous expansion of the learner’s fluency across varied professional and social
contexts throughout their lives (Kukulska-Hulme, 2013b). The communicative nature of
mobile devices and the possible communities surrounding mobile devices, make them
conducive for communicative language learning.
Statement of the Problem
As our focus in second language acquisition has moved toward a communicative
approach, the media richness and communication savvy of mobile devices can play a
vital role in this new communicative goal. Offering authentic content and dialogue
opportunities, language instructors can take advantage of these devices leading language
learners to achieve true fluency in another language. While the opportunity for
communicative language teaching with MALL is viable, how to best design MALL
environments for this purpose is still in its infancy. Answering questions regarding
device type, application usage, theoretical foundations, and communicative task type and
frequency will add to the richness of research for planning communicative MALL
experiences.
Purpose of Study
Although mobile devices appear to be ubiquitous in our society, the full potential
for their value in education, and language learning in particular, has yet to be discovered.

5

The purpose of this study was to describe how higher education language instructors
design MALL environments for communicative language teaching.
Research Questions
Specifically, this study was guided by the following two questions:
1. How do higher education language instructors design mobile assisted
language learning environments for communicative language teaching?
2. What influences higher education language instructors’ instructional design
decisions to integrate MALL for communicative language teaching?
Significance of Study
The research regarding MALL from the learner’s perspective is abundant (cf.
Ducate & Lomicka, 2013; Kim & Kim, 2012; Osborne, 2013). Additionally, these
studies focus on specific linguistic tasks such as vocabulary, grammar, and listening
comprehension. There is not only a lack of empirical research reporting the actual design
of MALL environments but also a lack of studies on using MALL for communicative
goals. This study proposed to use a constructivist theoretical lens through which second
language acquisition interprets instructional design and mobile learning principles.
Through a qualitative methodology, I hoped to unveil how higher education language
instructors are planning and designing MALL environments, specifically for
communicative language goals. This study will add to the growing body of knowledge
surrounding MALL as we move toward increasing learners’ communicative language
competencies.

6

Chapter 2
Review of Literature
Derived from the research questions, this review of literature sought to cover the
following topics: 1) communicative language teaching, 2) theoretical foundations, 3)
mobile-assisted language learning, 4) instructional design principles, and 5) m-learning
design principles. Each of these is presented in depth after an overview of the
methodology used to create this review. Although this study is focused on the
instructional design aspect of mobile-assisted language learning, my review of literature
supported the scarcity of significant studies (Jee, 2010) — hence the justification for this
research. So, in order to maintain a rigorous literature review, I investigated the topics
separately, as detailed at the beginning of this section. As this study is exploratory in
purpose, it is my expectation that the topics covered in the literature review offered an
intuitive foundation for what may be discovered during the study.
Methodology
The initial review of resources began with my personal library, which contains
many books by prominent authors in the fields of language learning, technology, and
instructional design. Further book resources emerged by mining reference sections of
other books and articles, as well as through use of Google, Amazon, and Barnes & Noble
websites.
In addition to books, articles were also a part of the review of literature. ERIC,
JSTOR, EBSCO Host, Wilson Web Omnifile, Academic One File, Google Scholar,
CARLA, and Hispania online were used for accessing related articles. After receiving
guidance from my advisor, the following search terms were used: mobile learning,
7

integrating technology, mobile language learning, and language learning. I expanded
the search further, by also searching for communicative language teaching and mobile
learning, as well as articles specifically related to certain design models and higher
education. References were mined which both uncovered and verified seminal literature
in the fields of language learning and mobile learning. Articles were organized on my
desktop in three folders: Language acquisition, Language and Mobile, and Instructional
design. Once articles were annotated, I color-coded them, and then physically arranged
them into topical areas as a preliminary step for developing my outline. This helped to
organize thoughts and topics from the onset of writing the literature review chapter.
The literature review begins in the following section with an overview of
communicative language teaching. This section attempts to operationalize the term, thus,
providing details of this learning shift. Additionally, I will provide information on
common approaches used in practicing communicative language teaching, specifically,
task-based learning and content-based instruction.
Communicative Language Teaching
The end of the twentieth century marked a shift in the field of second language
acquisition as linguists, theorists, and researchers recognized a lack of language
production skills in students. Previous methods such as the audio-lingual and grammartranslation methods focused on grammar, repetition, and dialogue memorization (Shrum
& Glisan, 2005). With behaviorist and cognitivist foundations respectively, these
methods focused on drills and explicit language components rather than the
transferability and applicability of the learned skills in the real world. In stark contrast to
these methods (often dubbed the “Age of the Methods”) that guided second language
8

teaching between 1950 and 1980 (Rodgers, 2001), new methods sought to contextualize
language learning and to produce learners who were, instead, communicatively
competent.
A person who is communicatively competent in a language is able to express
needs, wants, desires, and ideas effectively. Canale and Swain (1980) specifically
describe communicative competence as including a balance of grammatical competence,
sociolinguistic competence, and strategic competence (verbal and non-verbal
communication strategies). That is to say someone is able to combine knowledge of the
language system with knowledge of cultural conventions, norms of politeness, and
discourse conventions, in order to engage in social interactions, form relationships with
others, and convey and receive a variety of messages types successfully (National
Standards, 2006). Communicative competence has become the goal for second language
teaching and learning, and thus, has led current approaches and methods in the United
States.
Keeping this goal in mind, the American Council on the Teaching of Foreign
Languages (ACTFL) developed the 5 Cs of Foreign Language Education as national
standards: Communication, Cultures, Connections, Comparisons, and Communities
(National Standards, 2006). While it was not originally desired for communication to be
viewed in isolation, it is undoubtedly “central to the achievement of all other goal areas”
(p.41). The communication goal is divided into three modes of communication:
interpersonal, interpretive, and presentational. Language educators use these modes to
help ensure a full scope of communication for learners. For example, students may have
to gather information from a news interview and read related articles in the target
9

language (interpretive). Then, they might develop interview questions or have a
discussion with their peers in the target language (interpersonal). Finally, they could
work together to prepare a persuasive presentation on the issues (presentational). Thus,
these communicative goals set by ACTFL contribute significantly to the growth of
communicative language teaching methods in our society.
Communicative language teaching (CLT) takes advantage of the innate social
aspect of human interaction, and thus, focuses on the end goal of learners who are
communicatively competent. It represents a turn away from generic teaching methods
and moves second language teaching toward a more complex and holistic view of
language instruction (Richards & Renandya, 2002). In addition, the teacher’s role has
evolved, as he or she is not just a drill leader, but instead is more of a facilitator making
available to students opportunities for real communication (Lee & Van Patten, 2003).
Overland (2011) supported that generally both students and instructors find the
communicative approach to language learning to be favored when compared to
previously used methods. This shift in approach shows how the dynamic of the second
language classroom has changed, opting for a climate of verbal and emotional exchanges
for authentic purposes. Rodgers (2001) outlined the principles of communicative
language teaching as follows:
1. Learners learn a language through using it to communicate.
2. Authentic and meaningful communication should be the goal of classroom
activities.
3. Fluency is an important dimension of communication.
4. Communication involves the integration of different language skills.
10

5. Learning is a process of creative construction and involves trial and error.
While these principles guide the general approach of communicative language teaching,
the goal is certainly not to propose specific strategies. Instead, two current spin-offs of
this approach, (1) task-based learning and (2) content-based learning, offer guidelines for
instructional practices. These methods offer the second language practitioner ways to
create an environment situated in real contexts while holding fast to communicative
language teaching principles. The following sections seek to explore these two
communicative language methods, including reviewing related theories, components for
successful design, and technological influences.
Task-based Language Teaching/Task-based Language Learning
Task-based language teaching (TBLT), also referred to as task-based language
learning (TBLL), is a current method used in second language acquisition. It has roots in
constructivism and draws its major tenets and components from situated learning theory
and the interaction hypothesis. Following is further explanation of the theoretical
background of TBLT and its design components.
Tenets and components. In TBLT, the task becomes the driver for learning as it
provides meaningful purpose and a real-world context for communicative exchanges in
the classroom. The task offers an answer to the otherwise, unnatural classroom
environment by providing learners authentic practice opportunities (Nunan, 2004). In
addition, TBLT validates the following communicative language teaching principles: (1)
using activities in which language is used for carrying out meaningful tasks, and (2) using
language that is meaningful and supports the learning process (Richards & Rodgers,
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2001). This method for second language instruction bridges the gap between learning
and application in the real world.
As with any method, it is important for teachers to understand its underpinning
assumptions at the onset of the instructional plan. TBLT carries several assumptions that
should be present in the teacher’s mind before designing the lesson. Richards and
Rodgers (2001) stated the assumptions as follows:
1. Focus on process rather than product
2. Basic elements are purposeful activities and tasks that emphasize communication
and meaning
3. Learners learn language by interacting communicatively and purposefully while
engaged in the activities and tasks
4. Activities and tasks can be either those that learners might need to achieve in real
life or those that have a pedagogical purpose specific to the classroom
5. Activities and tasks of a task-based syllabus are sequenced according to difficulty
6. The difficulty of a task depends on many factors including the learner’s prior
experiences, the task complexity, the required language for completing the task,
and the extent to which support is available. (p. 224)
Once these assumptions are in place, those designing instruction can proceed with task
construction and developing the activities that surround the actual task.
The main focus of TBLT is the actual task itself. The task represents the activity
or goal that is accomplished using the target language. It can be solving a puzzle, giving
directions, making a telephone call, or even reading given instructions and assembling a
toy (Richards & Rodgers, 2001). Ellis (2003) further described a task as a “work-plan”
12

that will incorporate an information gap, a reasoning gap, or an opinion gap that helps
motivate the learner. Additionally, a well-designed task should seek to engage learners in
pragmatic use of the language, rather than for mere display (Ellis, 2003). The task should
allow language learners the opportunity to negotiate meaning in the target language
(Ahmed & Hussnain, 2013). That is to say, it should contain specific components and
outcomes involving real-world interaction as opposed to simply speaking for the sake of
speaking, or for the sake of practicing a specific grammatical structure. In essence, the
central task for TBLT is critical to the model’s success and should be achievable,
practical, and purpose-driven.
Now that there is an understanding of the task, the instructional plan can occur by
designing the pretask, task, and posttask activities. The pre-task involves activities that
prepare the learner with the knowledge and skills necessary to complete the task. Nunan
(2004) referred to these activities as “enabling” as they are “skills that ultimately
facilitate the process of authentic communication” (p. 22). Enabling activities can
include building schema (setting context, presenting key vocabulary), authentic listening
practice, focusing on linguistic elements, providing opportunities for peer practice, and,
of course, introducing the task. Including these activities before assigning the task will
help ensure learners are engaged in a task that is challenging, yet attainable, thus reducing
stress and frustration for the learner.
The next step in designing for TBLT is to specify the activities and requirements
for the task and post-task activities. Robinson (2011) outlined seven requisites that
promote optimal learning in a task-based environment.
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-

Input. The input is the information the learners receive. It can be visual,
aural, or written and provides key material needed for accomplishing the task.

-

Roles. The learners participating in the task must have a role. For example,
someone can be the information giver while the other is the receiver.

-

Settings. The setting involves the grouping arrangements.

-

Actions. The learners must follow certain procedures, or actions, in order to
achieve the task goal. This can also include such directions as whether or not
planning time is allowed.

-

Monitoring. There should be a teacher present to facilitate and help ensure
learners are appropriately on task.

-

Outcomes. The outcomes can be process, product, or behavioral outcomes
that should be the result of the task.

-

Feedback. As a post-task activity, the teacher evaluates the learning, and
then offers feedback on the language use and task process. (p. 7)

Content-based Instruction/Content and Language Integrated Learning
Content-based instruction (CBI), also referred to as content and language
integrated learning (CLIL), is a second current method used in second language
acquisition. Developments in second language acquisition over the last fifteen years are a
good indicator this method has become a widely used framework across regional and
national contexts, and throughout all levels of education (Smit & Dafouz, 2012).
Following is further explanation of its key tenets.
Tenets and components. In essence, a CBI environment is one in which
language is taught through core content. It is grounded on two vital principles: (1)
14

Students learn a second language more successfully when language is used as a means of
acquiring information – not just an end in itself, and (2) CBI better reflects an
individual’s needs for learning a second-language (Richards & Rodgers, 2001). A person
planning to visit France will begin studying French, not to understand the differences
between the subjonctif présent and le conditionnel présent, but instead to ask for
directions to the Eiffel Tower. These two CBI principles are reflected in various formats
seen in education. Shrum and Glisan (2005) concurred with a well-established
continuum of CBI within second language acquisition (p.78). Figure 1 shows the
continuum:

Figure 1. Content-based instruction in second language acquisition. Used with
permission.

Regardless of the where in the continuum the method falls, situating the language in
specific contexts and content better fosters communicative competence in the target
language.
Designing the actual instruction that occurs within any CBI environment can be
challenging as the learners are usually either familiar with the content, or familiar with
15

the language – yet progress must be made in both. Additionally, instructors in CBI
environments agree they often focus more on content than on language (Tedick &
Cammarata, 2012). In fact, current teacher education programs are not suited for guiding
new teaching professionals with integrating language and content, instead reinforcing the
teacher as a content teacher first (Tedick & Cammarata, 2012). Therefore, the teacher or
instructional designer must be aware of the following when planning for instruction in
order to develop a successful CBI plan (Shrum & Glisan, 2005):
-

Content-area skills and concepts that work most effectively with the language
goals

-

Needed language competencies that interrelate with the selected content

-

Cognitive skills necessary to perform the tasks in the lesson

-

Potential for integrating cultural concepts and goals (p. 79)

The aforementioned considerations will help move the instruction from developing
background knowledge at the beginning, to being able to expand the content later (2005).
The strategies used can vary as long as they are aligned with both the content goals and
language goals. They do, however, have to be selected judiciously so that students use
and learn targeted aspects of the language so as to avoid inconsistent information about
language forms (National Center, 1995). While there is not yet a specific instructional
model for CBI in general, there are strategies that lend themselves well for integrating
language and content. Additionally, these methods increase attention to academic
learning (Crandall, 1994). Methods such as cooperative learning, TBLT, whole language
approach, and using graphic organizers allow for comprehensible input, creation of
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response and dialogue journals, and working together to accomplish goals (Crandall,
1994).
Theoretical Foundations
Throughout the ages, humankind experiences the world – touches, smells, sees,
tastes, and listens to the world. Living within these experiences, the conscious mind
builds, not only physical constructs, but also cerebral quests to create meaning of
phenomena and understand the relationships among them. The formation of theory is
humankind’s creative attempt to verbalize these relationships. Driscoll (2005) stated a
theory’s purpose is not only to “explain the occurrence of some phenomenon,” but also
“to predict its occurrence in the future” (p. 4). Therefore, theories illuminate and help
rationalize the world around us, and thus, provide cause for elucidation, deliberation, and
exploration.
In general, there are two, broad fields of theory – macro-theory and micro-theory.
Etymology tells us the Greek prefix macro refers to something of large scale, or
something expansive. Macro-theory, therefore, involves those theories that attempt to
explain phenomena as a whole. In qualitative research, this provides the overarching
theoretical position the researcher takes on the inquiry process. It involves large concepts
such as power, gender, race, and economics, for example, and how humans mediate
within, or are subjected to those concepts.
On the contrary, micro-theory refers to events on smaller, more individualized
scales. A qualitative researcher will consider these theories when there is a need to
explain patterns specific to certain disciplines, genres, or groups. For example, there are
learning theories within the field of education, language acquisition theories within the
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field of linguistics, and social theories within the field of anthropology. These theories
describe phenomena for certain activities and behaviors experienced singularly or within
small groups. Although macro-theories are primarily affirmed in qualitative research,
micro-theories can serve as a quiet support, offering further depth of study to the research
design.
The following two sections detail the both the macro and micro-theoretical
perspectives for my study.
Macro-theory. The shift in the field toward a communicative approach reflects a
simultaneous change at the macro-theoretical level from cognitivism to constructivism.
Constructivism emerges from the constructionist epistemology, which asserts that
meaning is not discovered but is constructed (Crotty, 2011). Therefore, as it relates to the
learning process, constructivists assume learners construct knowledge as they make sense
of their learning experiences (Driscoll, 2005). It is also important to note this
construction is accomplished through interaction with the environment and the interaction
with others (Vygotsky, 1978). It is not enough that a student simply receives
information. Instead, they are active in the exchange of knowledge, ideas, and opinions
as they problem solve and think critically about their world – thus, the fit of CLT within
the constructivist realm.
Micro-theories. On a micro-theoretical level, CLT resides comfortably in the
convergence of situated learning theory and the interaction hypothesis. Situated learning
(or situated cognition) theory offers an ideal foundation for supporting second language
instruction as it promotes the use of context-based situations, as well as social learning
communities where the student is actively participating in learning – both of which are
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essential to CLT. It presents that knowing and doing must be companioned in real
contexts in order for learning to occur (Lave & Wenger, 1990). Furthermore, situated
cognition theory declares context is so vital to learning, that, if this situated nature of
cognition is ignored, then the education system defeats its own goal of providing usable
knowledge (Brown, Collins, & Duguid, 1989). The same can be said about learning a
second language. For example, if a student takes a language class for four years and yet
is unable to communicate and produce language, what then has been accomplished by
second language education? CLT attempts to close this communicative gap by offering
context and a social community in which students can participate.
The interaction hypothesis is the second micro-theory that drives CLT. In this
theory, Long (1983) stated that speakers learning a second language make changes in
their language while interacting with others. That is to say, it is the “modified interaction
is the necessary mechanism for making language comprehensible” (Lightbown & Spada,
2006, p.43). This negotiation of meaning causes speakers to reach a comprehension
agreement through their interlocutor exchanges (Shrum & Glisan, 2005). In other words,
it takes more than just receiving comprehensible input, or simply producing output.
Instead, it is the interaction, or communication, with individuals of the community where
language learning occurs. CLT takes advantage of this by fostering a community
environment in which learners can participate in context-based exchanges with their
peers.
Language Learning with Mobile Devices
Mobile devices with their portability and communication abilities are almost
becoming a necessity in our society. Devices such as smartphones and tablets alter our
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lives in various ways (El-Hussein & Cronje, 2010). They have changed the ways in
which we communicate with each other, seek information, as well as work with others.
Traxler (2007) describes mobile devices as “pervasive and ubiquitous in many modern
societies and are increasingly changing the nature of knowledge and discourse in these
societies” (p. 4). With the prevalence of mobile devices in our communities, it is only
natural they make their way into the lesson designs of educators looking for real-world
experiences for their students.
As briefly mentioned in the previous chapter, the rapid increase of mobile device
ownership is making MALL become a viable option for engaging students in the
language learning process. The following paragraphs explore the affordances,
constraints, and planning suggestions of MALL environments.
Affordances
As with mobile learning in general, researchers suggest MALL environments can
positively improve both the language learner’s abilities in the target language, as well as
overall engagement. Many aspects of mobile devices, such as access to social media,
social networking, and apps provide opportunities for personalized learning (Grant &
Hsu, forthcoming) and linguistic exchanges. First, the use of mobile devices contributes
to increased language input, interaction, and feedback (Hung, 2011; Jee, 2013; Lys,
2013). Second, it offers the learner a sense of autonomy by increasing self-editing and
overall language awareness (Balance, 2012; Guo, 2012; Hung, 2011). Third, the use of
mobile devices for language learning can support collaborative opportunities (Rashtchi &
Hajihassani, 2011), and expand access to authentic material in ways once reserved for
television and radio (e.g., podcasts) (Rosell-Aguilar, 2013). In a recent study, Ducate
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and Lomiscka (2013) reported students experienced increased autonomy and access to
authentic materials and target language input. Not only do mobile devices increase
opportunities for learners to interact with the target language, they offer a positive
experience for the students (Wang & Smith, 2013). Therefore, MALL environments can
certainly support language educators using the communicative approach.
Constraints
Despite the positive sentiments for MALL (c.f., Kessler, Bikowski, & Boggs,
2012; Sun & Chang, 2012), many argue the limitations linked with mobile devices are
cause for careful consideration. Technical challenges, identity, and anxiety are three
major areas instructors should consider when planning MALL experiences for their
students. Technical challenges deal with the limitations of the devices themselves. For
example, battery life, connectivity/network issues, screen size, and the size of the keys
can all cause issues with functionality (Singh, 2010). Identity is another concern. During
social networking, Kilmanova and Dembovskaya (2013) found unequal power
relationships remained between native-speakers and non-native speakers, where nativespeakers maintained collaborative power. Similarly, Guo (2012) noted information
overload and anxiety at times among learners, as well as the difficulty to communicate
love, encouragement, and favor in network environments. This communicative
uneasiness could interfere with the authenticity and candor that help with meaningful
linguistic exchanges. In order for students to enjoy the benefits of MALL environments,
language instructors should be mindful of the aforementioned constraints.
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Suggestions for Planning
Although there is a lack of significant research on the instructional design of MALL
environments, some have suggested criteria for instructors developing mobile
experiences for their students.
•

Ensure the content and activities promote social interaction (Tai, 2012; Wang &
Smith, 2013).

•

Mobile experiences should be practical and meaningful, and should be seamless
(Kim, Rueckert, Kim, & Seo, 2013).

•

The content and material must engage the learner, and should maintain an
appropriate length (Wang & Smith, 2013).

•

Instructors must monitor activities (Wang & Smith, 2013).

•

Offer incentives to promote engagement (Wang & Smith, 2013).

•

Make sure there is a sense of respect and privacy (Wang & Smith, 2013).

•

Instructors should be mindful of the safety and security of their students (Wang &
Smith, 2013).

Instructional Design Models
Instructing, teaching, training, and learning can span an array of sectors, ranging
from public education, large corporations, and the military, to the local gas station,
bakery, and ATM machine. Many of these learning situations can be affected by changes
in law, technology, societal values, and economics. The same holds true for higher
education learning environments. Therefore, it is important to look at each instructional
opportunity individually and critically. The field of instructional design attempts to
ensure effective instruction through analyzing variables that have an impact on the
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learner and learning environment, and then planning and implementing accordingly. Its
goal is to increase the efficiency and effectiveness of learning (Morrison, Ross, Kalman,
& Kemp, 2011). As such, for language educators, sound instructional design practices
can increase the efficiency and effectiveness of CLT. At present, there are many
instructional design models from which to choose. Two commonly applied models are
the Morisson et al. (2011) model, and the Dick, Carey, and Carey (2009) model. The
following sections review these models.
Morrison, Ross, Kalman, and Kemp model. One prominent instructional
design model is that of Morrison et al. (2011). Morrison et al. (2011) describe four
fundamental components: (a) Learner, (b) Objectives, (c) Methods, and (d) Evaluation.
These four components are further detailed to include the following elements: (a)
Identifying the need for instruction, (b) Learner and contextual analyses, (c) Task
analysis, (d) Instructional objectives (e) Content sequencing, (f) Instructional strategies,
(g) Designing the message, (h) Development of instruction, (i) Evaluation instruments,
and (j) Ongoing processes, which include planning and project management, support
services, formative evaluation and revision, implementation, summative evaluation, and
confirmative evaluation (pp. 15–18).
A key attribute to the Morrison, Ross, Kalman, and Kemp model is the fluidity
offered in the design. The model is depicted in literature as oval in shape and contains no
directional arrows. Therefore, the plan conveys a non-sequential and non-mechanistic
design method (Simms & Knowlton, 2008). This nonlinearity offers flexibility in the
design approach, which allows the designer to begin the process with any of the nine
elements (Kranch, 2008). While one instructor may wish to focus first on the
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characteristics of their students, and then move to planning evaluation, another may
choose the reverse; or, may begin a completely different element. The Morrison, Ross,
Kalman, and Kemp model can be a viable choice for language instructors seeking a sense
of control and personalization to their course design.
Dick, Carey, and Carey model. A second popular instructional design model is
the Dick et al. (2009) systems approach model. Also referred to as instructional systems
development, the Dick, Carey, and Carey approach views the design of effective
instruction as a system where components are performed within iterative processes
alongside each other, as opposed to the common linear approach seen in other design
models. The model is defined as having 10 components: (1) Identify instructional
goal(s), (2) Conduct instructional analysis, (3) Analyze learners and contexts, (4) Write
performance objectives, (5) Develop assessment instruments, (6) Develop instructional
strategy, (7) Develop and select instructional materials, (8) Design and conduct formative
evaluation of instruction, (9) Revise instruction, and (10) Design and conduct summative
evaluation. These steps could offer language instructors clear steps to help ensure the
most effective instruction for CLT.
As with many system-oriented instructional design models, the Dick, Carey, and
Carey model is suitable for planning instruction for an entire course or curriculum
(Gustafson & Branch, 2002). The model, therefore, would be suitable for university
professors and instructors who are seeking improvement in the effectiveness of their
instruction (Dick et al., 2009). Furthermore, Bello and Aliyu (2012) suggested the Dick,
Carey, and Carey model, not only yields efficiency in higher education instruction, but
also increases understanding and the overall learning experience for the students.
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Language instructors in higher education seeking to develop a MALL experience for their
learners could also yield this benefit. As language educators in higher education are
developing entire courses that must be both effective and efficient within a short time
frame (often, in as little as four weeks), this model serves as a viable and replicable
alternative.
mLearning Principles
For those designing instruction, the use of mobile devices provides a unique
opportunity as the devices set the stage for multimedia interactivity. The term
multimodal, often interchanged with multimedia, refers to both verbal and nonverbal
methods of presenting content. This is relevant as research has shown that including
multimedia leads to better understanding and value for students (Alessi & Trollip, 2001;
Clark & Mayer, 2008; Moreno & Mayer, 2007; Wang & Shen, 2012). When paired with
the term interactivity, the learner then experiences these two modes across any five areas
of interaction. These are (1) dialoguing, (2) controlling, (3) manipulating, (4) searching,
and (5) navigating. Thus, as language teaching moves toward a more communicative
approach, the multimedia interactivity afforded through mobile devices could lead to
increased language input and output in the target language. Therefore, there are certain
aspects of mobile learning design, or mLearning, instructors of MALL environments
should consider. The following paragraphs present mLearning design considerations,
mLearning design principles, and a proposed pedagogical framework for designing
mobile instruction.
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Design Considerations
While designing for mLearning has some similarities to both traditional and
eLearning methods regarding pedagogy, mLearning brings several unique characteristics
to consider (Elias, 2011). First, there is the variability of device styles each with varying,
albeit, small screen sizes (Elias, 2011; Martin, Pastore, & Snider, 2012; Wang & Shen,
2012). To be frank, there can only be so many words and images visible at a time, on a
3˝ x 2˝ screen. This small size leads to the next two considerations — usability and
content design. Martin et al. (2012) suggested designers of mLearning should ensure the
content is user-friendly by reducing pop-up windows and simplifying navigation.
Additionally, message design experts (cf. Clark & Mayer, 2008; Wang & Shen, 2012)
agree to keep content design simple by aligning words to graphics (contiguity principle),
using audio narration (modality principle), explaining visuals with audio or text
(redundancy principle), and eliminating unnecessary graphics and audio (coherence
principle). These considerations can help create a meaningful and functional design for
accessing content.
The fourth consideration deals with the technology itself: mobile apps versus
websites (Martin et al., 2012). An instructor could use mobile applications for content
delivery and interactivity as the benefit is that the application can access the device’s
specific hardware such as GPS, for example. However, the platforms are phone specific,
and it is likely students will have a variety of devices. A website, on the other hand,
would be accessible by any mobile device with a connected web browser, yet some
platforms are incompatible with Adobe Flash, for example, which would greatly reduce
opportunities for interactive content. For those designing for MALL environments, these
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considerations can make the differences between a productive, communicative
experience in the target language, and one that is simply drill and practice.
Design Principles
Now that a few basic considerations have been presented, they can serve as an
underlying support for pedagogical principles. As mobile learning becomes more and
more prevalent, recommendations for instructional practice are necessary. El-Hussein
and Cronje (2010) argued the following:
It is necessary for research on the effects and modes of mobile learning to
investigate and explore the practice of this particular medium in terms of the
instructional design theories of the past, and to adapt such theories so that they
can account for the extraordinary number of changes that have taken place not
only in education, but in society at large. (p. 20)
Moreno and Mayer (2007) suggested the following five principles for designing
instruction via mLearning. According to their research, guided activity, reflection,
feedback, pacing, and pretraining are integral principles to follow for mLearning design.
These overlap with Alessi and Trollip’s (2001) events for elearning development
established from industry and practice as well. These principles could be applied to
MALL environments. For example, after interaction with a native speaker through social
media, and instructor could allow the student time to reflect on the experience, including
communicative and linguistic ease and difficulties.
Furthermore, Mayer and Moreno (2007) stated their research has found that
during feedback, novice learners learn better with explanatory feedback rather that
corrective. That could be to say that when a language student sends the instructor an
27

email in composed in the target language, the instructor could plan a feedback session
where errors are revealed with explanation. A final example of these principles applied
to MALL is through the pre-training principle. Mayer et al. (2012) found that building
mobile experiences rooted in prior knowledge is beneficial to students. Where language
learning is concerned, this could range from situating new learning in familiar contexts to
connecting new material to previously learned chunks of language. These principles can
be a foundational beginning for developing best practices in designing MALL
environments.
Pedagogical Framework
While the previous paragraphs reviewed principles and considerations for
designing mLearning, this section aims to present a proposed pedagogy for mobile
learning centered around a matrix based on transactional distance (low or high) and
mobile learning activity (socializing or individualized). Park (2011) asserted that based
on this matrix (see figure 2), there are four categories to consider when designing
mLearning. Type 1 (high transactional distance and socializing mobile learning activity)
consists of those activities where learners have more space with their instructors and are
involved heavily with collaborative groups. For this type, Park (2011) recommended that
instructional designers focus on functionality of the mobile experiences as well as the
design of the mobile applications, and how the social interactions are created (i.e., rules
and roles). In the Type 2 category (high transactional distance and individualized mobile
activity), individual learners receive very structured and well-organized content and
resources where they control their own learning process. In general, the interactions
occur between the learner and the content. Park (2011) depicted MALL as an example of
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Type 2 since it is has been studied with students to interact with drill based content. Park
(2011) recommended instructors create and manage a knowledge base of materials for the
students including videos, lectures, and databases. With Type 3 (low transactional
distance and socialized mobile learning activity), the author recommended promoting
active participation through development of meaningful collaborative tasks and complex
situations that would lead to the development of higher order thinking skills. Finally,
Type 4 (low transactional and individualized mobile activity) is characterized by
instructors leading and controlling the learning. Due to the typically undefined learning
content, it is recommended instructors incorporate supports for the learners. As research
continues to develop with designing MALL environments and as language learning
moves toward communicative goals, it would be interesting to see how MALL could fit
into any of these categories and a method of framing MALL instruction.

Figure 2. “Four Types of Mobile Learning. A Pedagogical Framework.”
From Park (2011, p.89)
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Summary
The shift to CLT in the field of second language acquisition is an easy fit into
mobile learning. There are many opportunities for language educators to take advantage
of the multimedia interactivity offered through mobile devices, including authentic
practice and dialoguing. This chapter presents a review of the related literature specific
to communicative language teaching, theoretical foundations to language learning, and
mobile-assisted language learning. In addition to identifying the foundations of mobileassisted language learning, the principles of instructional design and mLearning are also
reviewed. Both instructional design and mobile learning design recommendations have
the potential to blend together, thus forming a unique pedagogy for designing for MALL.
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Chapter 3
Methodology
The purpose of this case study was to describe how higher education language
instructors design MALL environments for communicative language teaching. Two
research questions guided this study.
1. How do higher education language instructors design mobile assisted language
learning environments for communicative language teaching?
2. What influences higher education language instructors’ instructional design
decisions to integrate MALL for communicative language teaching?
Design
How a qualitative researcher selects an appropriate methodology depends on two
factors: (1) the researcher’s epistemological view and (2) the researcher’s theoretical
perspective. Epistemology explains how we know what we know. Its relevance lies in the
inherent questions of truth and knowledge, which guide the researcher in theoretical
perspective, methodology, and methods (Crotty, 2011). While all research is in search of
something, the belief of truth, truths, or the very existence of truth play a key role at the
onset of research, and thus inform the planning and process of rigorous study. For the
qualitative researcher, the theoretical viewpoint encompasses the outlook on the research
design and possible outcomes. It is a philosophical stance, which thus informs the
methodology and provides the context for the entire research process (Crotty, 2011). It
presents our postulations about human behavior and how this behavior is inter-played and
intra-played among us. The methodology is viewed through the lens of constructivist
theory, under the epistemological umbrella of constructionism. Constructionists take on
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constructivist and social constructionist views and seek to understand, interpret, and
identify phenomena. “The research focus is on exploration of the way people interpret
and make sense of their experiences in the worlds in which they live” (Grbich, 2007, p.8).
The qualitative process offers the opportunity to hear the stories told about those
experiences.
In order for methodology to be useful in qualitative research, it must be
determined before research methods are chosen and data are collected. Crotty (2011)
declared methodology a plan of action that supports the use of particular methods, and so
linking that choice to the desired outcomes. It represents our strategy for engagement,
which helps ensure our research purpose is aligned with our methods, and thus, with our
findings. The chosen methodology for this study is a case study design, which is
appropriate for the theoretical foundations as well as the research purpose.
The foundation for a rigorous case study involves key components including
specifying the purpose and research questions, establishing the case boundaries,
determining the case type, and selecting appropriate methods for data collection. Baxter
and Jack (2008) recognized there are two primary approaches for case studies — the Yin
(2003) approach and the Stake (2003) approach. Both situate themselves within a
constructivist paradigm and use case study to answer questions of “how” and “why.”
The difference, however, lies in how one chooses to define the case type. For this study,
the Stake (1995) approach will serve as the methodological foundation for this study as
the descriptors in this approach better fit the purpose of this study. Stake (2003) stated
that an “intrinsic case” (p. 136) is one in which the researcher wants to reach a deeper
understanding of a certain case, which fit the purpose of this study. Further, Stake (1995)
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proclaimed that his case study methodology “draws from naturalistic, holistic,
ethnographic, phenomenological, and biographic methods” focusing on how “the
qualitative researcher emphasizes episodes of nuance, the sequentiality of happenings in
context, the wholeness of the individual” (p.xii). Therefore, Stake’s (1995)
epistemological stance, as well as his definition of case study, provided a sound
underpinning for the methodology of this study.
Because case study answers questions of “how” and “why,” it is important to
establish what the case is, as well as what the case is not. This process of limiting within
case study methodologies is referred to as binding the case. According to both Stake
(2003) and Yin (2014), the unit of analysis must be bound in order to ensure the
investigation remains within a reasonable scope (Baxter & Jack, 2008). Since the
purpose for this study was to explore how higher education language instructors design
mobile assisted language learning environments, the unit of analysis was established as
the higher education language instructors themselves. The case study was bound by the
following: The higher education language instructors must be (1) employed at a 4 year
college or university, (2) currently implementing the use of mobile technologies, (3)
teaching toward communicative language goals, and (4) teaching during the Spring 2014
semester.
The third consideration for case study research involves establishing the case
type. The case of higher education language instructors was an intrinsic case, which is
one in which the researcher seeks a better understanding of the case (Stake,1995). This
design was appropriate as the goal of the study was to genuinely seek understanding of
the instructors designing and implementation activities as it related to various second
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language acquisition theories. The goal was not to generalize findings, nor to validate
other cases. Thus, having established the type for this case study confirmed the focus
throughout the research process.
Participants
As this research followed a qualitative case study design, participants were
purposefully chosen. This purposeful sampling method helped ensure the received data
came from individuals likely to provide the most relevant and valuable information
regarding the research questions (Creswell, 2008; Esterberg, 2002; Yin, 2014). This
study included 4 participants. This small number, typical in qualitative research, offered
an in-depth view of the case, which would diminish with larger samples (Creswell, 2008).
Thus, the participants were sought with the following methods:
•

Reviewing published work on mobile assisted language learning;

•

A Google search of “higher education language instructors using mobile
devices”; and

•

Personal contacts with those involved in the field of applied linguistics,
modern languages, and higher education.

These search methods opened a broad field of exploration that helped ensure the required
participants were located.
Miles and Huberman (1994) asserted there are 16 strategies for purposeful
sampling. Of those strategies, this study used criterion and snowball sampling (Creswell,
2008; Miles & Huberman, 1994). The required criteria for participants included the
following:
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(1) Higher education language instructors employed at a 4 year college or
university (public or private);
(2) The instructors must be currently implementing the use of mobile
technologies for instructional purposes;
(3) Participants have indicated they teach toward communicative language goals;
and
(4) Participants must be teaching during the Spring 2014 semester.
Once the possible participants were identified, an initial email was sent that described the
purpose of the study, a request for an hour-long interview, possible observation, and
collection of planning documents. If I did not receive a response within a week, a second
email was sent. Once potential participants demonstrated a willingness to participate, the
consent form was emailed for their review, as well as a request for possible interview
dates and times. The participant in the face-to-face interview was also given a hard copy
of the consent form. Participants that were unable to be interviewed face-to-face chose
between Skype and Google Hangout for the interview.
As the study unfolded, snowball sampling was used as it allowed for participants
to recommend others that fit the participant criteria for the study (Creswell, 2008).
Snowball sampling takes advantage of the opportunity to deepen the research through an
expanded field of selection by using the expertise of existing participants to locate other
possible participants with the necessary knowledge and experiences. Unfortunately, the
potential participant that was recommended, agreed, but then was out of contact and did
not participate in the study. Although the original plan was to attain a minimum of 5
participants, I was unable to reach a fifth participant. After peer debriefing with my
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faculty advisor, I felt that data quality was high and data saturation was appropriately
achieved to continue with analysis. The data collected from the final sample size, which
included interviews, observations, and planning documents offered variability in
demographics and geography, as well as planning styles, MALL strategies, and overall
teaching experiences. Table 1 shows the demographics for the participants with
pseudonyms. Detailed descriptions of each participant are available in chapter 4.

Table 1
Participant Demographics
Name

Gender

Age

University/College Institution Position Language(s)
Type
Taught
City University,
Public,
Instructor
Spanish,
Historic University
Private
Portuguese

Liliana

Female

58

Rebecca

Female

38

ConnectUs Online
Learning
Community

Public

Instructor

Spanish

Raquel

Female

31

Mountaintop State
University

Public

Instructor

Spanish,
English

Paul

Male

38

Honor College

Private

Assistant
Professor

German

Data Collection
In order to explore the proposed research questions, three data collection methods
were employed. These methods were interviews, document review, and observation
(Creswell, 2008; Stake, 1995). Institutional approval for human subjects was obtained
(see Appendix A for IRB approval). Throughout data collection and analysis, efforts
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were made to ensure the confidentiality of all participants. Pseudonyms were assigned
and used throughout the study. Table 2 shows the alignment of research questions and
data collection methods.

Table 2
Research Questions and Data Sources
Research question

Data collection methods

RQ1: How do higher education language
instructors design mobile assisted language
learning environments for communicative
language teaching?

•
•
•

Interviews
Documentation
Observation

RQ2: What influences higher education
language instructors’ design decisions to
integrate MALL for communicative
language teaching?

•
•
•

Interviews
Documentation
Observation

Interviews
Interviews are key methods for qualitative case study since the interviewer can
seek and document the diverse observations and experiences of others. A qualitative
researcher appreciates the varied interpretations and uses the interview as the principle
means for capturing multiple realities (Stake, 1995, 2003). In order to discover the
design and planning process instructors use to develop MALL environments, it was
therefore ideal to seek the stories and experiences from those instructors. The following
paragraphs detail how interviews were used for this case study.
Each participant took part in a one-on-one, semi-structured interview with me,
which lasted between 40 min to 1 hr. Interviews that were unable to be conducted face37

to-face, were accomplished by way of Skype videoconferencing software and Google
Hangouts. The individual nature of the interviews provided a more relaxed and unpressured setting rather than using a focus group. I had a copy of the interview protocol
and used a legal pad to record notes and questions. A digital, handheld recorder was used
to record all interviews. Immediately following each interview, I also used the digital
recorder to complete an oral expansion of my initial thoughts, questions, and overall
memories of the interview. This allowed me the opportunity to capture any nuances and
other data from the interview that I might have missed in my note taking, or that could
not have been captured by audio (such as setting, gestures, etc.). This immediate
expansion of notes, a key analytic process, helped ensure the richness and accuracy of the
data.
Upon completion of each interview, files from each recorder, including oral
expansion files, were transferred to my computer and were guarded electronically for
transcription and analysis. All interview recordings were transcribed by the company
Quick Transcriptions and saved electronically in a Word document. After receiving each
transcription, I re-listened to each interview file in order to ensure accuracy and to add
notes of nuances such as voice inflection, pauses, and laughter. This was relevant as
these nuances gave further insight into the personalities, styles, and opinions of each
participant.
The interview protocol (Appendix B) was aligned to the research questions (see
Tables 3 & 4). In semi-structured interviews, the protocol is more of a guide as it is
based on lead questions and possible probes. This allows for the productive spontaneity
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that is afforded through qualitative research. A pilot test helped ensure the protocol was
functional and yielded information needed to answer the research questions.
Interview protocol. The interview protocol was designed to align with the
research questions. The interview protocol first addressed how higher education
language instructors design for MALL environments. As this study is exploratory in
nature, the questions sought to engage the participant in describing their favorite and least
favorite MALL lessons, describing their planning process, and sharing about their
favorite technological tools. While the purpose of the interview protocol was not to
promote any particular model, the questions also engaged the participants in dialogue
about communicative language teaching models (e.g., Lee & Van Patten, 2003; Nunan,
2004; Richards and Rodgers, 2001) and instructional design models (e.g., Dick et al.,
2009; Gagne & Medsker, 1996; Morisson et al., 2007).
Second, the interview protocol focused on the why behind higher education
language instructors’ design process for communicative MALL environments. The
purpose of the interview questions aligned with Research Question 2 was to explore the
theoretical foundations (Driscoll, 2005; Lee & Van Patten, 2003) and thought processes
behind the design decisions, including multimedia design principles (Alessi & Trollip,
2001; Clark & Mayer, 2008), and the use of specific software, hardware, and
applications. Additional probes were added within both research question areas
throughout the interviews in order to allow the participants to elaborate on topics of
interest.
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Table 3
Interview Protocol for Research Question 1
Research question

Interview questions aligned with RQ 1

RQ1: How do higher education language
instructors design mobile assisted language
learning environments for communicative
language teaching?

1. Tell me about your favorite mobile
lessons and/or activities you’ve
planned for your students.
A. What was your goal for this
lesson?
B. Tell me about what the students
had to do.
C. Tell me about the students’
reactions to the lesson.
D. Based on your experience, what
makes mobile assisted language
learning work so well for
communicative language
teaching.
2. Tell me about your least favorite
mobile experiences and/or activities
you’ve planned for your students.
A. What was your initial
plan/goal?
B. Tell me about what the students
had to do.
C. Tell me about the students’
reactions to the lesson
D. What do you see to be some
constraints related to mobile
assisted language learning?
E. Tell me about what you would
do differently.
3. Walk me through your planning
process as your prepare for mobile
assisted experiences.
A. Do you use a specific lesson
plan format? (If yes) Tell me
about that.
B. Do you follow any particular
instructional/teaching model?
(If yes) Tell me about that.
C. Describe to me what
communicative language
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Table 3 (continued)
Research question

Interview questions aligned with RQ 1
D. teaching means to you.
E. Do you follow any particular
communicative models (ex:
task-based)? (If yes) Tell me
about the steps you follow.
4. Tell me about the tools you use.
A. Describe your comfort level
with technology.
B. Tell me about the hardware you
use.
C. Tell me about the software you
use.
D. Tell me about the blogs, apps,
websites, etc. that you use.
E. Describe the frequency students
are expected to use these tools
during the semester.

Table 4
Interview Protocol for Research Question 2
Research question

Interview questions aligned with RQ 2

RQ2: What influences higher education
language instructors’ design decisions to
integrate MALL for communicative
language teaching?

1. As a professor/instructor, with what
theoretical foundations do you align
yourself?
A. How does this theory (these
theories) influence your
instruction?
B. Tell me about the (second)
language theories that guide
your instruction.
C. Tell me about other learning
theories that guide your
instruction.
2. Are you familiar with any specific
mobile (or multimedia) design
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Table 4 (continued)
Research question

Interview questions aligned with RQ 2
when designing mobile learning
opportunities? (If no, proceed to
topic #3)
A. Describe your thought process
when designing for MALL.
B. Tell me about how you consider
audio, visuals, and text for use
with your students.
C. Walk me through your thought
process as you consider social
networking, chats, blogs, etc.
for use with your students.
3. Tell me about your students’
reactions to MALL lessons you’ve
designed.
A. Tell me about experiences
they’ve liked the most
B. Tell me about experiences
they’ve least enjoyed.
C. Tell me about how you use
student feedback when planning
your MALL experiences.

Document Review
In general, those in education conduct some level of lesson planning prior to
delivery of instruction. A review of these planning documents served as another source
to see how MALL experiences are being developed for communicative language
teaching. The document review protocol was aligned with research questions and was
purposely written to allow for exploration of these materials, as opposed to searching for
specific details. Documents were collected primarily during the interview. As topics
came up regarding a type of lesson plan format, or a specific website, I simply asked the
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participant if he or she would mind emailing it to me. It was usually sent during the
actual interview, or immediately after. Tables 5 and 6 show the document review
protocol and their alignment with the research questions. The complete protocol can be
found in Appendix C.

Table 5
Document Review Protocol for Research Question 1
Research question
RQ1: How do higher education language
instructors design mobile assisted language
learning environments for communicative
language teaching?

Document review questions aligned
with RQ 1
1. What is the learning objective?
2. Describe the format of the lesson
planning material.
3. Describe communicative language
teaching activities/strategies.
4. Describe any other teaching
strategies.
5. Describe any evidence of
assessment.
6. Describe evidence of mobile
integration
A. Mobile devices?
B. Specific software/apps?
C. Specific activities?
D. Type of media included?
E. Social networking included?
7. Other evidence possibly relevant to
MALL and/or communicative
language teaching.
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Table 6
Document Review Protocol for Research Question 2
Research question
RQ2: What influences higher education
language instructors’ design decisions to
integrate MALL for communicative
language teaching?

Document review questions aligned
with RQ 2
1. Evidence of specific learning
theories.
2. Evidence of specific second
language acquisition theories.

Observation
Using observation as a source of data during qualitative research is key for
upholding stories from other data sources, and for allowing new stories to unfold. Stake
(1995) argued the qualitative researcher “lets the occasion tell its story, the situation, the
problem, resolution or irresolution of the problem” (p. 62). This case study took
advantage of an observation protocol that served as more of a guide for the observation.
The observation guide had two sections. The first section allowed for the collection of
generic data, such as time and place of observation. The second part consisted of areas
for me to describe what is seen and heard based on various prompts. Therefore, I had the
freedom to also focus on emerging details, as opposed to missing out on key information
likely omitted with a scripted protocol. While an observation was not logistically feasible
for each participant, I was able to conduct an observation with one participant. The
observation guide and a field notebook (see Figure 3) were used to record observation
notes. The observation actually turned into a participant observation per the instructor’s
request, which meant that my note taking had to be delayed at times. As with the
interviews, I also used a digital recorder after the observation for my oral expansion. The
complete observation guide can be found in Appendix D.
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Figure 3. Field notebook

Pilot Study
In November 2013, a pilot study was conducted in order to test the interview
protocol and method. This helped to streamline the interview process, ensure clarity of
the questions, and ensure data collected would align with the research questions and
overall goal of the research. The pilot study involved two participants who were chosen
from personal contacts. Both participants were language educators who take advantage
of mobile technologies for instructional purposes. One met the criteria of being a higher
education instructor; the other was a high school language instructor.
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The original plan was for the interviews to be face-to-face. However, due to a
scheduling conflict and a complete cancellation by one participant (three participants
were originally identified for the pilot study), one interview was conducted by phone and
the other was conducted through Skype. Both interviews lasted approximately 50 min to
1 hr.
Changes Made
From this pilot test, I discovered many of the original interview questions were
vague or were worded in language that was unfamiliar to the participants. Therefore,
several questions needed to be reworded, while others needed additional words or were
completely deleted. The following paragraphs detail the changes made.
Changes to Research Question 1. From the pilot test, three of the broad guiding
questions needed to be revised. The following paragraphs detail the changes to the
specific interview questions.
Question 1. The purpose of this question was to allow the participant to begin
thinking about their teaching as it relates to mobile learning. However, the word
“mobile” was not in the question and, therefore, participants began speaking about any
type of lesson. The word “mobile” was added to clarify the type of lesson to be
described. Additionally, the original probe, “Describe your lesson plan,” was replaced
with:
A. What was your goal for this lesson?
Question 2. The word “mobile” was added to clarify the type of lesson to be
described, and “least favorite lessons” was replaced with “least favorite experiences.”
Two of the probes were changed to increase clarity:
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A. What was your initial goal/plan?
D. What do you see to be some constraints related to mobile assisted language
learning?
Question 3. The aim of this question was to allow the participant to describe the
steps they take during the planning process; however, as originally written, it required
additional explanation and prompting. The re-written prompt and probes are as follows:
3. Walk me through your planning process as you prepare for mobile assisted
learning.
A. Do you use a specific lesson plan format? (If yes) Tell me about that.
B. Do you follow any particular instructional/teaching model (If yes) Tell me
about that.
C. Describe to me what communicative language teaching means to you.
D. Do you follow any particular communicative models (ex: task-based learning?
(If yes) Tell me about the steps you follow.
Changes to Research Question 2. Based on the pilot, two of the broad guiding
questions to answer Research Question 2 needed to be revised along with their
subquestions. The paragraphs below show the changes made to the interview questions.
Question 1. The original prompt included two separate ideas that required
clarification for the participant. Therefore, the original question was reworded, along
with its related prompts. Following, are the changes made:
1. As a professor/instructor, with what theoretical foundations do you align
yourself?
A. How does this theory (these theories) influence your instruction?
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Question 2. The purpose of this question was to seek the participant’s knowledge
of multimedia design principles and if those principles are considered as they plan for
MALL. The original prompt, however, required rewording and clarification during the
pilot study.
2. Are you familiar with any specific mobile (or multimedia) design principles?
(If yes) How do these principles influence your planning when designing
mobile learning opportunities?
Procedures
This case study research took place procedurally throughout 3 phases. During
phase 1, participants were contacted and confirmed for the study. Phase 2 involved the
actual data collection, including the in-depth interviews, observations, and artifact
collection. During this phase, transcription, coding, and analysis will also take place
concurrently as data are collected. Phase 3 involved the final writing and presentation of
the results and discussion. Table 7 provides a visual view of the research procedures.

Table 7
Procedures
Procedures
Establishing contact and gaining access
In-depth interviews
Direct observations
Document collection
Transcription of data
Coding of data
Analysis of data
Writing the results and discussion

1
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Month
2
3

4

Data Analysis
Analyzing data uncovered during qualitative research is an iterative process that
involves meticulous organization. The amount of data collected during qualitative
research can be daunting and thus the continual analysis and interpretation of the data is
key (Creswell, 2008). The initial “playing” of data helps begin the analysis process by
helping to categorize, sequence, and arrange data (Yin, 2014). For my study, this
“playing” of data included oral expansion and memos in my journal. The analysis then
involved the coding and theme development of the interview transcriptions, documentary
analyses, researcher’s memos, and field notes. The diversity of the data helped ensure the
rigor of this research.
The two primary analytical methods were general qualitative analysis and the
constant comparison method (Creswell, 2008; Glaser & Strauss, 1967). The qualitative
analytical process involves (1) transcription, (2) reading through data, (3) assigning codes
to segments of text, and (4) coding the text to form themes. These steps were iterative
and done simultaneously. The constant comparison began with open coding, where text
segments were given codes (simple words, phrases, and/or numbers). Interview
transcriptions, observation field notes, and relevant documents were all reviewed line-byline during the coding process (see example in Figure 4). In vivo and descriptive coding
were used in order to keep the data as close to the participants’ own language as possible.
As a result of this initial playing with data, 1,275 codes were developed. Additionally,
descriptive data from the participant descriptions provided a basis for the abstracted data.
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Figure 4. Example of open coding

Next, all codes were re-analyzed in search of ways to gather codes into patterns of
similarity and then categories. All analysis was performed by hand. As codes were
analyzed, they were added to a legal pad by category based on their similarities,
differences, and/or relevance with existing categories (see example in Figure 5). As each
code was moved to a category, it carried a number that represented the participant from
which it was sourced. This allowed me to be able to backtrack the data to the original
data source when necessary. At times, codes fit into more than one category; at other
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times, a new category had to be created. For example, the code “language requirements”
began the category “Students show lack of motivation.” The next code read says “reallife communication.” It does not fit with motivation, so therefore it would begin a new
category entitled “What drives planning decisions.” The code “real-life communication”
would also fit into the category entitled “Purposes for authentic resources.” Allowing
codes to rest within more then one category allowed the findings to emerge from different
perspectives. There were 150 initial categories formed as a result of this process.

Figure 5. Example of category sheets
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For document coding, I gathered all documents for each participant, and assigned
each document a number. I then read through each document and open-coded using in
vivo and descriptive coding. The code format for documents included the assigned
participant number followed by a decimal and representative number for the document.
For example, participant 1 had 8 documents. Therefore, a code from document 7 would
be labeled as 1.7 (participant 1, document 7). Those codes were then integrated into
existing categories on the legal pad sheets, or led to the creation of new categories. Then
using the document review protocol, I assigned a color to each of the nine protocol items.
I used the color as I re-reviewed each document, color-coding language with colors
corresponding to the protocol items. These colors led to the development of even further
categories (see examples in Figures 6 and 7).

Figure 6. Example of documents with number identifiers and coding
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Figure 7. Example of document analysis with color-coding

Following this initial categorizing process, a further analysis was done to combine
categories with categories. I began by arranging all category sheets on the floor where
they were easily visible (see Figure 8). Literally sitting among the data, I perused all data
looking for any patterns that seemed to emerge. For example, there were several
categories that appeared connected by the terms “barriers” and “challenges.” I, therefore,
created a new category statement that encompassed those categories, and wrote it on a
new set of category sheets. I then assigned it a color, and went back and color-coded all
categories that fit into that new category in order to be able to backtrack my data (see
Figure 9). During this phase of analysis, there were categories that no longer fit with the
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emerging ideas, and were not included further. I continued and repeated this process,
thus eventually reducing the 150 categories down to 13.

Figure 8. From Category Sheets to Category Sheets
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Figure 9. Example of Category Color-Coding

A third round of category analysis ensued next as I engaged in data reduction and
abstraction. Each of the 13 categories was written on large (2.5 ft x 2.08 ft) Post-it Easel
Pad sheets to provide a greater ease of viewing the remaining data. Beneath each
heading, I added words and phrases from earlier categories that were subsumed within
the new headings (see Figure 10). This helped to ensure the focus was clear for each of
the 13 categories.
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Figure 10. 13 categories on easel paper

The use of the large Post-It paper also allowed me to physically move categories around
as I played with the combination of each. After looking at further possible combinations,
the categories moved from 13 to 10.
Finally, the categories were linked together to form emerging themes (Esterberg,
2002). The categories on the easel pad were the foundation of analysis during an analysis
meeting with my chairperson. Following initial dialogue and clarification, thematic
topics were written on the white board and linked and mapped together (see Figures 11
and 12). This culmination of the entire iterative analytic processes allowed for a
rigorous, in-depth journey into the richness of the stories shared by the participants.
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Figure 11. Themes emerging on the white board

Figure 12. Generating discussion ideas from thematic topics
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Rigor and Trustworthiness
In order to assure a trustworthy and rigorous qualitative study, the following four
research techniques were used: triangulation, member checks, peer debriefing, and
memo-writing. Each of these is described in detail below.
Triangulation. One method for establishing trustworthiness in qualitative
research is through triangulation. Yin (2014) explains triangulation to be beneficial as it
converges data that has been collected from various sources. This study used data from
in-depth interviews, documentary analysis, and a direct observation. Although an
abundance of information was uncovered during the interviews, the analysis of
documents and observation field notes corroborated and/or opened new windows to
participant insights. Triangulation, therefore, assisted in establishing consistency among
findings.
Member checks. It is important the participants in the study are able to verify the
account of the data as it ensures the accuracy of the overall findings (Creswell, 2008).
During member checking, the participants have the opportunity to review how they are
represented. All descriptions and interview transcriptions were emailed to the
participants during month three for review. There were no changes requested or details
added.
Peer debriefing. Lincoln and Guba (1985) define peer debriefing as
argumentation and inquiry in order explore, test, and justify findings. Peer debriefing
offers further rigor and trustworthiness to the research process as it calls for external
persons to review the research methods and findings (Creswell, 2008). For this study, I
took advantage of open communication with the dissertation chairperson and committee
58

members throughout the study. During a final analysis meeting with my chairperson,
categories and themes were linked and mapped on a large white board for ease of data
viewing. Additionally, a key benefit of peer debriefing, was the continual questioning,
mapping, and dialogue about the data that ensured rigor throughout the entire research
process.
Memo-writing. A rigorous researcher is constantly making connections,
interpreting, and analyzing data. An audit trail is an iterative and evolving record of
researchers’ decisions and interpretations (Lincoln & Guba, 1985). In this study, the
audit trail consisted of memo-writing. Memo-writing offers a method of moving data
collection to actual representation of the data (Charmaz, 2006). Additionally, the use of
memos allowed me to record any analytical thoughts that happened in the moment
(Charmaz, 2006). For this study, a researcher’s journal was maintained to record
thoughts, field notes, procedures, and the beginnings of codes and categories (see Figures
13 and 14). Memos directly related to interview transcripts were marked with a
participant number and page number in order to keep it connected with the data.
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Figure 13. Researcher’s journal showing an interview-related memo

Figure 14. Researcher’s journal showing an analysis memo
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Researcher’s Subjectivities
“I have yet to see a piece of writing, political or non-political, that does not have a slant.
All writing slants the way the writer leans, and no man is born perpendicular.”
— E. B. White.
A constructivist, qualitative researcher recognizes that subjectivities enter at the
onset of research, and remain throughout the entire process. Creswell (2008) reminded
us that bias and personal views of the researcher would never be apart from the
interpretations of data. Therefore, I wish to use this section to present my own
subjectivities regarding this study.
I have worked in the field of applied linguistics, specifically, second language
acquisition for twelve years. My positions have included graduate student, K-12
educator, and coordinator for a dual language immersion program. I am therefore fully
equipped with theoretical and applicatory foundations and knowledge of language
acquisition and pedagogy. Due to my time in the field, and particularly my experience
with immersion programs, I am fully aware of the benefits, requirements, and results of
communicative language teaching and related methods.
My other subjectivities arise from my background in instructional design and
technology. As a doctoral student, I have spent extensive hours in reading, designing,
and producing technology-enhanced learning platforms. I am therefore aware of the
benefits, requirements, and results of effective technology integration. Furthermore,
throughout my doctoral studies, I have continually focused my independent studies on
various computer-assisted language learning platforms, including eLearning, mLearning,
3D gaming, and virtual worlds. As a language educator, I see the deficit of language
61

abilities in our nation and see how technology, including mobile technologies, can help
reduce this deficit.
Throughout the research process, one will notice my use of bracketing in order to
notate my subjectivities (Fischer, 2009). It is important for both the researcher and the
reader to know where my subjectivities may be present. For the reader, bracketing serves
to complete the presented account; and for the researcher, bracketing serves to bring my
subjectivities to light as data are analyzed and interpreted.
Limitations
The following items detail the limitations for this study:
1. This study is qualitative, and is therefore, not expected to be generalizable.
Instead, this study captures stories and data of a specific case, and should be
received accordingly.
2. The study requires a small number of participants who must be willing to
participate in an interview, share documentary materials, and allow
observation.
3. The collected documents will likely vary in quality and quantity among
participants. Therefore, it should not be expected to see a document that
represents “the norm.”
4. Participants, who are unable to meet for a face-to-face interview, will
participate by Skype. Due to the nature of videoconferencing, this could
affect field notes due to a possibility of a poor Internet connection, inability to
capture the entire setting, and inability to completely capture non-verbal forms
of communication.
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Chapter Summary
The purpose of this study was to describe how higher education language
instructors design MALL environments for communicative language teaching, so a
qualitative case study was chosen for the methodology. This intrinsic case study (Stake,
1995), based on constructivist epistemology, sought to collect the stories and experiences
of those educators designing MALL experiences for their students. Interviews, document
review, and observational data were collected, and thus, yielded rich, detailed, data for
me, as a researcher, to interpret, analyze, and re-present. Additionally, the data collection
methods aligned with the research questions to help ensure a rigorous study.
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Chapter 4
Participant Descriptions
As previously stated, the participants for this study were purposefully selected.
Specific criteria allowed me to target professors and instructors in higher education that
were using mobile devices and teaching toward communicative goals in settings of higher
education language-learning. The following paragraphs describe each of the four
participants, offering insight into their personalities, teaching philosophies, and how they
use mobile devices. Throughout this chapter, pseudonyms were assigned to the
participants. Quotations used indicate verbatim remarks by the participants.
Liliana
Quiet suburbia is the backdrop as the sun sets behind two mature trees and brick
homes. Comfortably leaning back in a casual, white lawn chair, Liliana apologizes for
tuning in to our Google Hangout a couple of minutes late. Wearing a white, long sleeved
knit shirt, with red and black flowers. Her husband had just fixed dinner and brought it to
her to enjoy during our interview. The silver fork chinks to the plate as she chews and
engages in small talk. Her dark brown hair frames her face forming a bob that rests just
above her shoulders. At 58, the cool Brazilian wears glasses, and carries a smooth
complexion with very few wrinkles. Liliana carries a gentle personality that I’m certain
would have offered me a plate of food, had the interview been face-to-face. Wait – she
actually did get that chance when she turned my nonparticipant observation of her
classroom into a participant observation, where I was strongly urged to join the class in
making and eating a typical Brazilian sandwich. It was important for me to participate as
the “bauru es tipica, tipica, tipica brasileña.”
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Liliana holds a master’s in Psychology Counseling, (earned in her beloved
Brazil), as well as a Master’s in Romance Languages and Literatures earned here in the
U.S. She is also working on her doctorate, but “is in no rush” to finish — simply
enjoying the courses as they come. She is an instructor of both Spanish and Portuguese
at two different colleges. City University is a large public, urban university, and the
other, Historic University, is a smaller, private school with affiliation to the Roman
Catholic Church. At Historic University, Liliana’s “speedy Gonzalez” Portuguese class
meets in a neuroscience lab complete with four 8-foot lab tables complete with sinks and
burners. The outer walls are lined with tables and desktop PCs. Although a science lab,
Liliana makes good use with her front lab table, as well as the built in SmartBoard
projector and white boards. The class size is small, consisting of 7 students. Some
physically come to class; others join remotely via the web). The students are preparing
for work in labs in Brazil in two months as part of their pre-med and pre-nursing
programs. These students take Liliana’s crash course to help prepare for their
experiences.
Liliana is a self-described constructivist and views language teaching at its best
when there are real life goals and an immersive language environment. She wants to see
conversation in her classrooms — not just memorization. She enjoys integrating
technology and uses iPads, computers, blogs, online textbooks, Adobe Dreamweaver for
website design, and her “best friend” Google. She allows a BYOD (bring your own
device) policy after the first 15 minutes of class, which belong to her. For Liliana,
mobile devices serve several purposes. Her students use them frequently for accessing
the course itself. Students use Google Hangout to set up practice chats with each other,
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as well us viewing her face-to-face course while offsite. She also allows students to
utilize apps for task completion. For example, students use a calorie counting app in
order to complete a mini-project and presentation about healthy eating habits. Students
also use mobile devices for communicating on course blogs and accessing authentic
resources and other course materials.
Rebecca
Warning me the fencers would be stopping by, Rebecca, originally from England,
was clad in a thick, brown zipper vest, white knit top with horizontal pink stripes, and
short nails manicured in deep blue. Her cool blonde bob was tucked behind her ears to
remain out of the way of her headphones, complete with microphone. The 38-year-old
has two daughters, one of whom she stopped to talk to during the interview. Rebecca,
articulating a proper British accent and talking with her hands and eyes, has an
independent spirit about her. She boasts that she loves to learn but does not always enjoy
being taught.
Rebecca has an affinity for languages as she holds undergraduate degree in
Spanish and a Master’s degree in Romance Languages and Literatures. As an online
language instructor, she has certainly put to good use knowledge learned in her current
doctoral program in Instructional Design and Technology. Rebecca is an adjunct
language instructor for ConnectUs Online Learning Community. ConnectUs is a
collaborative online community among over 40 universities and community colleges
statewide. Enrollment in ConnectUs is over 200,000 students.
As a language instructor, Rebecca utilizes threshold concepts theory and
appreciates the communicative approach to language teaching. Threshold concepts
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suggests there are conceptual portals within each discipline that must be navigated in
order to reach new understandings (Meyer, 2008). She says communicative language
teaching is more than grammar and words. “It’s also empathy.” However, she
admittedly focuses on culture. “It takes 720 hours to be proficient in a language. In the
U.S., most students have 118.” She recognizes that her students are taking the class only
to satisfy university requirements. They feel forced to take it. Additionally, Rebecca
teaches courses that are 100% online, and this, therefore, adds to the difficulty.
Rebecca sees mobile devices as a method for increasing student engagement and
interactivity. Teaching an online course, which she says can feel “a bit static,” she seeks
opportunities for students to connect their language learning with culture and the
community around them. Her students can use their mobile devices to capture pictures
and record audio, or even use SnapChat to share about their leisure activities. Despite
this effort on her part, however, several of her students said these tasks are “burdensome”
in an online environment. Rebecca’s students also use mobile devices to access authentic
advertisements and other authentic resources. For students that seek additional practice
or independent study, she recommends several websites, such as Busuu, that are also
mobile ready. Additionally, since the university online systems within which she works
are now more compatible with mobile technology, her students frequently access the
course and course materials via mobile devices.
Raquel
Raquel’s thick, dark brown hair was neatly pulled back into a low ponytail, which
clearly shows off her thin spiral earrings dangling 1 ½ in from her earlobes. The 31-yearold Dominican is professionally dressed in a black top and white blazer. She speaks
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English carefully, yet effectively, beginning many of her responses with “Well, …”
(likely transferred over from an endearing habit in her native language.)
Raquel, with a Master’s degree in second language teaching, is a Spanish
instructor at Mountaintop State University. Mountaintop State is a large public university
that offers several languages including Arabic, Russian, and French, to name a few.
Raquel primarily teaches the beginning semesters of Spanish language. Within her
courses, she often attempts usage of mobile technology, allowing students to use their
own devices inside and outside of class. She describes herself as being only moderately
comfortable with newer technologies, but she eagerly learns and tries new things. She
uses many websites and applications, as well as Apple Keynote and Google Docs. She
relies heavily on her laptop, “which is a part of me,” she says, smiling while gesturing her
hands overhead like rainfall.
“I made all As in English as a child,” she says as she recalls her own language
learning experience in the Dominican Republic. However, when she was confronted with
“real” English speakers in the United States, she discovered that her seven years of
English did not yield fluency at all. This personal experience is the driving force behind
her passion for communicative language teaching. She is a proponent for studentcentered, task-based learning and wants her students talking. The target language
(Spanish, in her case), she believes, should be used with “context and purpose.”
Her communicative approach to language teaching compels her to make sure her
students are engaged in the target language “at least 85% of the class.” She has her
students use mobile devices to help achieve that. Although she is still working out the
kinks, she uses PollEverywhere for engagement and for the “presentational mode” of
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communication. Raquel also had her students utilize mobile devices for collaborative
writing of dialogues and creating animated movies they would then share “with their
friends on Facebook” as “they enjoyed [the activity] a lot.” Additionally, students use
their mobile devices to access course materials, as well as authentic resources.
Paul
The matte, white walls, dark, wooden desk, and tan, carpeted floors provided a
simple, office backdrop for the lively contents within — Paul included. Paul spoke
comfortably and freely about his teaching and research experiences, which he decorated
with many visual aids in his office. The words, “I can show you” or “See here” were
heard often during our talk, as he would excitedly present me with the props for his
stories: books from the bookshelves; mobile, standing desks; or websites. Paul is a native
of Germany and spoke with a distinctive German accent but was extremely clear and
fluent in English. He has short, dark, wavy brown hair, fair skin, blue eyes, and wore
thin framed, black glasses. His attire of jeans, a button-down shirt, khaki blazer, and
brown shoes spoke to his casual and friendly but undoubtedly professional nature. His
desk was neatly organized with a flat screen desktop computer and a framed Christmas
photo of a woman holding a small child.
At age 38, Paul holds the titles of Assistant Professor of Modern Languages and
Literatures and Director of the Language Learning Center. He is proudly up for tenure at
Honor College, a private, liberal arts college in an urban area. Paul teaches elementary,
intermediate, composition, and conversation courses in German, as well as courses on
German cinema and advertising. He is extremely comfortable with technology, even
commenting how “exciting, yet exhausting” it is to try and keep up with everything that
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emerges. For planning and implementation of his courses, he uses a variety of tools such
as iPads, a Chromebook, several laptops, and a desktop, and enjoys the luxury of “cloud
computing.” Paul is considered the “oddball” in the department, he said, as his research
interests are centered on language technology.
As a language instructor, Paul grounds his communicative language teaching style
in constructionism, specifically with the work of Seymour Papert. He strives to situate
the students’ learning experiences in real contexts where they can authentically connect
with the language and cultural perspectives. He also utilizes theory that looks at
individual learner differences, specifically in second language acquisition.
Paul integrates mobile technology in his classes consistently throughout the
course. In fact, Paul sees mobile as not being used for technology’s sake but for the true
sense of the word — mobile. He understands the importance of space and truly wants
students to be able to move about for communication and the completion of tasks. As
designer and director of the language center, he has a mantra of device agnosticism for
his students, allowing them to be used for many tasks for “authentic language use.” In
his student-centered environment, he wants students to experience the three modes of
communication (i.e., interpretive, interpersonal, presentational), which mobile devices
allow him to do. He might have students shop for their college dorm room in Germany
using Amazon Germany and then also use their devices to record their interviews with
each other. Paul also uses the devices for in-class response/feedback, collaborative
writing, as well as accessing course material.
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Chapter Summary
In summary, there are four participants in this case study. Liliana, an instructor,
teaches Spanish at City University, and Portuguese at Historic University. Rebecca, an
instructor, teaches online courses in Spanish for universities through ConnectUs. Raquel,
an instructor, teaches Spanish at Mountaintop State University. Paul, an assistant
professor, teaches German at Honor College.
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Chapter 5
Findings
Through an epistemological lens of constructionism, this qualitative case study
explored how language instructors in higher education settings design MALL experiences
for communicative language purposes. The research questions were:
1.

How do higher education language instructors design mobile assisted
language learning environments for communicative language teaching?

2. What influences higher education language instructors’ instructional design
decisions to integrate MALL for communicative language teaching?
The methods of data collection used included in-depth interviews, observation, and
document review. This trifecta of data allowed for a rigorous analytical process where,
as the primary vessel for this case study, I had the charge of nurturing, organizing,
corroborating, and interpreting the data. As Pazalla, Pettigrew, and Miller-Day (2012)
note:
The phrase researcher-as-instrument refers to the researcher as an active
respondent in the research process... It is through the researcher’s facilitative
interaction that a conversational space is created – that is, an arena where
respondents feel safe to share stories on their experiences and life worlds. (p. 167)
So, a qualitative researcher, at the onset of the study, assumes this humbling task of
protecting, interpreting, and re-presenting the stories shared by each participant.
As previously described, the final analysis phase consisted of an in-depth look
into 13 categories. Twelve thematic topics began to emerge. Once these topics became
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clearer, further connections became evident, thus resulting in 3 thematic elements. These
elements would later become the 3 themes — the findings of the study.
The thematic elements that emerged from the data were (a) grounding,
(b) needs/goals, and (c) implementation. The element of grounding developed as the
participants discussed specific foundational ideals that supported how they described
their communicative MALL environments for their students. Not surprisingly, the next
two thematic elements, needs/goals and implementation, resembled components of an
instructional design process. This is key as this study was focused on the instructional
design practices of language instructors in higher education. Morisson et al. (2011), as
well as Dick et al. (2009), specifically include components of instructional and learner
needs analyses in addition to the development of instructional goals and objectives in
their instructional design processes. This supports the participants’ shared experiences
related to goals and expectations. Additionally, Morisson et al. (2011) stated that early
planning for implementation could help ensure a smooth execution of an instructional
program.
It is important to note a fourth thematic element seemed to emerge that dealt with
how language instructors sought and leveled authentic content. This was a salient issue
for each participant. However, after in-depth analysis and peer debrief regarding the
themes, I realized that the search for authenticity was an underlying topic for many
categories. Therefore, I decided it was better to let it situate naturally among the other
themes as necessary.
It is equally important to note that the overall findings were particularly congruent
with the communicative aspect of MALL design. The participants used mobile
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technology primarily for CLT, as opposed to grammar-translation activities or for drill
and practice. This contributed naturally to the alignment of the purpose of the study with
the findings.
The findings for this case study resulted in the three following themes:
1.

Describing the communicative language learning environment enhanced
by mobility

2.

Meeting student, organizational, and instructional needs/goals

3.

Planning the implementation of MALL experiences for communicative
language purposes

The themes are presented in this order based on my interpretations of the data.
Theoretical beliefs (Theme 1) appear to influence the instructor’s goals (Theme 2), and
the goals appear to influence how instructional strategies are planned and implemented
(Theme 3). The following sections describe these four themes in detail. The participant
quotes presented here are direct quotes with few to no changes made to grammar or
syntax. It is my hope the participants’ voices remain true to who I have come to know
them to be.
Theme 1: Describing the Communicative Language-learning Environment
Enhanced by Mobility
Describing the communicative language-learning environment enhanced by
mobility, as a theme, harnesses two components. The first entails what the environment
looks like, and the second is why the environment looks that way. In other words, Theme
One emerged as the participants attempted to define the nature of a communicative
MALL environment, and why they were driven to achieve that. This is a relevant and
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natural theme with which to begin as, in order to design a communicative MALL
environment and implement it, an instructor should have a vision of the outcome. To
express this vision, Theme One subsumes two categories: 1) Instructors’ planning
decisions for communicative MALL environments have foundations in theory and
language teaching models; and 2) Instructors define the communicative language learning
environments enhanced by mobility. The following sections offer further detail.
Instructors’ planning decisions for communicative MALL environments
have foundations in theory and language teaching models. This subcategory for
theme one developed from data centered on the participants’ ideologies regarding
theories and teaching methodology. This supports the vision presented in Theme One as
an instructor’s theoretical alignment describes his or her beliefs about teaching, which in
turn affects what his or her classroom environment looks like. Therefore, a language
instructor seeking to achieve a communicative MALL environment would likely hold
certain beliefs about teaching and learning that would yield that outcome. The coming
paragraphs and participant quotes give voice to the participants’ ideas about theoretical
foundations and language learning platforms.
Theoretical foundations. Three of the four participants described situated
learning. Paul said, “I strongly believe in …situated approaches.” Situated learning, as
defined by Lave and Wenger (1990) and Brown et al. (1989) necessitates a context in
which learning is embedded. On language learning, in particular, it has been argued that
vocabulary is best learned in the context of real communication (Brown et al.,1989). The
term context I found to be a recurring word in the data. This was key evidence in my
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interpretation of their value on situated learning experiences. This evidence is presented
in the quotations below.
Liliana:

It’s just for me has to be in a context that makes sense. It’s not something
– how to make the book, how to make the materials. That they have in a
way that makes sense. Not a memorization of words or how to fill the
blanks. I want them [the students] to be in a connection with everything.
My lessons are developed in that way.

Raquel:

That’s the purpose of language learning to use the language in a context,
for a purpose - for a communicative purpose

Paul:

I strongly believe in student centered, communicative, task-based and goal
oriented, situated, constructivist and constructionist approaches, including
21st century language.

The participants cared about situated learning and the idea of context, because they want
the language learning experience to be meaningful for their students.
Two participants discussed “constructionism.” Philosophically, Crotty (2011)
argued constructionism is an epistemology that “holds the view that all knowledge, and
therefore all meaningful reality as such, is contingent upon human practices, being
constructed in and out of interaction between human beings and their world, and
developed and transmitted within an essentially social context” (p.42). However,
Driscoll (2005) cited constructionist and constructivist views together from a
combination of researchers of diverse fields form “various aspects of constructivism”
(p. 386). As an extension of constructivism, Harel and Papert (1991) define
constructionism as a theory of learning and an instructional strategy where learners learn
best during the construction of an artifact. While I personally align myself with Crotty’s
(2011) view, I present the participants own definitions of constructionism as connected to
Papert below. What is important for this study, however, is how their theoretical
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alignment, despite their differing definitions of constructionism, influences their
instruction.
Liliana:

I like constructionism where you build, by that I mean you construct.
[The students] have to receive the instruction step by step. You have to
start with very basics and keep building and building.

Paul:

So I really like him [Seymour Papert] and he actually comes from math
and you know has been around for some time. But it’s really his
constructionist view of you have some sort of externalized object that you
create and through the creation process kind of externalize the learning but
you’re also forced to apply the theoretical concepts to something concrete.
So meaning if you learn about food here, you’re going to have to apply it
to your own situation and then output something different. So you have to
really work with a theory rather than you know old audiolingual methods
where you just kind of listen and repeat, listen and repeat.

Liliana’s view of constructionism focused on building skills. Therefore, her learning
experiences are designed from basic to more complex. That is to say, she begins with
basic communicative tasks, such as greetings and introductions, and moves toward
describing family members, for example. Paul’s view of constructionism focuses on
object creation. Therefore, his learning experiences are designed for students to create
new language exchanges based on ones they have learned. For example, if his students
have to shop for a dorm room as a task in his class, they should then be able to apply that
learning to furnishing a real house in Germany.
While Rebecca did not mention contextual or situated learning specifically, she
did frequently talk about the importance of “connecting language with culture” and
“connecting language with community.”
These findings contribute to Theme One as the theoretical underpinning of their
teaching directly impacts how instruction is designed and how the students learn in their
classroom. For communicative MALL environments, the data suggest that language
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instructors choosing to create communicative MALL environments have theoretical
alignment with situated learning and constructionism.
Language teaching models. All four participants hold strong beliefs regarding
CLT as a framework for their MALL environments. Recall that CLT is not only an
approach to language learning that involves a more complex and holistic view of
language instruction (Richards & Renandya, 2002), but also includes a teacher who is
more of a facilitator creating real communicative opportunities (Lee & Van Patten). CLT
seeks communicative competence (Canale & Swain, 1980) and authentic learning
experiences. This is important, as evidenced below, because the participants’ personal
views on CLT informs their lesson design. In other words, the activities and tasks they
develop, the environments they create, the types of assessments they give, the way they
use mobile devices, will all align with their CLT beliefs. For example, the four
participants discuss communication in their course designs in the following ways:
Liliana:

Communication is immersing in this language and maybe forget about the
grammar at the beginning. Just key points of like and then you can work
with the grammar as you go, but later on. At the beginning just immerse
as much as you can.
Communicative is we’re speaking in Spanish the entire classroom,
depending on the level of the class…We end 1010 with 70% - 75% in
Spanish. Then we keep growing that until 95%. That’s the last level of
Spanish.

Rebecca:

This is kind of where I’m going as I redevelop the course every semester
is the ability not only to produce words that other people understand and
they can talk back and forth but to have a level of empathy in their
communication. It’s more than words, you know, and so the cultural
exercises that we do where we talk about world topics and things that are
going on and how we make those connections so they become what I think
are global citizens. That they are able to communicate not only in
language but can empathize and look at somebody else and not see
different wrong but just different.
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Raquel:

My approach to language teaching is communicative, so for me it is very
important to provide the opportunities for the students to communicate and
practice and talk.
What influences the most my teaching is what I believe about language
learning. I believe that the students need to practice the language in a
meaningful way. If – in my own experience, I grew up – when I started
learning English when I was 7, I really learned a lot of grammar, a lot of
vocabulary, a lot of things that were in the textbook you know and I spent
around 7 years of my life learning all of this stuff and having the best
grades. I mean I was always A+ in everything but when I came – when
the opportunity showed of me using the target language and speaking with
a native speaker, it was very challenging. I had the vocabulary but I
couldn’t use them because I was never given the opportunity to use them.
In the classroom, the teacher was doing most of the talking and it was a
teacher-centered classroom. I was there just listening to a teacher that was
not a native speaker. So when I – having that experience as a language
teacher I think I should – my classroom should be student-centered. That
means that the student should be doing most of the talking.

Paul:

Yeah, I mean the communicative in general is – I mean for one thing it’s
something that this whole department is kind of behind so that’s kind of a
unifying approach that’s been around obviously for quite a long time and I
really think it’s – again as a label – I like the term like post-methodology
era because we’re really beyond a single approach or a methodology and
so that way communicative – I don’t mean that we don’t do writing and
that we don’t do grammar – like all of these things I think are important
but I still think that there is a larger focus on actual communication and
actually application of the language and actually variety and the whole
thing with situated and all of that comes back in. But basically the students
– the actual class sessions are much more students working with each
other and talking to each other rather than to me.

As seen above, all of the participants agree with a communicative approach, but I noted
there are nuances in their responses that blend well with the way they design their
communicative MALL environments (to be seen in later sections). Liliana was the only
participant to use the word “immerse.” She, therefore, sees CLT at its best when there is
almost a complete immersion experience for the students. Notice Rebecca’s interest in
culture as she speaks of CLT. She uses words such as “empathy,” “global citizens,” and
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“culture.” Communication in her course then blends language with culture, which would
appear in the MALL activities she plans. Both Raquel and Paul value the “talking”
involved in a CLT approach, which means they create many opportunities for their
students to engage in conversation. The nuances I discerned agree with Mangubhai et al.
(2005), who asserted the way a language instructor utilizes the CLT approach is based
upon their theoretical beliefs of CLT, as well as their practical experience with CLT. The
theoretical experience is based on their studies of theory and literature and the practical
experience includes their language learning and/or teaching experience. These variations
among the participants offered possible insight into how each designed a MALL
environment that is focused on their CLT beliefs.
Instructors define the communicative language-learning environment
enhanced by mobility. Theme 1 deals with the overall description of the communicative
MALL environment. As the previous subcategory developed from the instructors’ ideas
on theory and language teaching, this second subcategory for Theme One also contributes
to defining the environment. This subcategory emerged as instructors shared descriptions
of the communicative MALL environment, and how the participants ultimately identified
and defined overall characteristics. Specifically, the following data were divided into
(1) mobile devices, (2) student engagement, and (3) the language center.
Mobile devices. All four participants talked about the devices their students use
in a communicative MALL environment in the following ways:
Liliana:

Maybe in a classroom of 20, I probably have 6 students with a
combination of iPads and computers. They could bring anything they
want and I have maybe 5 of them that brought the technical and the other
15 didn’t bring anything. They have the cellular phones then.
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Rebecca:

Now that we’re at a newer version [of the online university’s course
management system] I am hearing from my students that they are using
the iPads more and can interact and do their assignments. Students are
using their mobile phones a lot too…Now, even though there is a facility
within ConnectUs to record their voice, a lot of students prefer to use their
mobile phone. I guess because they’re familiar with how that works to
record their voice and then upload it.

Raquel:

For example, the Poll Everywhere that I used…They needed to type their
answers in their phones and send it to me, to the screen, and will appear
there.

Paul:

I first of all encourage students to use their mobile technology throughout
the class, so students use you know tools like dictionaries or things like
that to look that up, and I encourage that and I know that not all professors
would do that…I try to make those classes device-agnostic so that they
can use whatever device they bring.

The data presented above suggests an acceptance of, as Paul said, “device agnosticism,”
which confirms the participants’ commitment to utilizing mobility in their instruction.
This directly relates to the concept of bring your own device (BYOD), where any device
that connects via wireless or mobile phone network that can access various public and
private web-based services can be used for mobile learning (Hlodan, 2010). With the
exception of Raquel, all of the participants described experiences using more than one
type of device. This variation in devices implies the device type may not matter for CLT.
Because the devices are communicative by nature, they can work for most any type of
communicative activity for language learning.
Student engagement. All four participants spoke of student engagement and/or
enjoyment in the communicative MALL environment. This offers agreement to Wang
and Smith (2013), who stated that mobile devices lend to positive experiences for
students. For example, the participants spoke of student enjoyment of certain activities:
Liliana:

I use an app that calorie count then – the majority of them have iPhones or
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phones or the smart phones…They downloaded the app and then they put
together a day – on a day how much they eat in calories…They enjoy it
very, very much. They are just discovering the things through the Internet
but they do that in the classroom.
Rebecca:

My hope, again, is that they are physically doing something. They have to
get their phone. They have to use it. So it engages them more physically
because online learning tends to be rather static.

Raquel:

So the one that I did with the animated movies it was very, very like
motivational – like they really – they were really enjoying it…The good
thing was that they were working in groups, using the target language and
creating something together that could be – and some of them did – and
shared with their friends on Facebook. And so they enjoyed it a lot.

Paul:

I really see a lot of this is communication with each other, with me, a lot
of actual engagement because writing can all happen outside of the
classroom, right? And reading the grammar section can be done outside
of the classroom. So in that sense it’s really much more like studentcenteredness.
I think overall acceptance [of mobile technology in the classroom] has
grown and the students like it. I mean especially these kind of authentic
classes, students really like that the world basically comes here and that
we really leverage that.
Although difficult to depict here in print, each participant spoke with enthusiasm

when talking about their students’ enjoyment and engagement. For example, Rebecca
moved her arms in a pumping motion when she said, “Engages them more physically.”
Raquel even made a point to email me after the interview offering another example of
students engaging in “language with Facebook.” This data on student engagement
mirrors other research. For example, Nihalani and Mayrath (2010) asserted the use of
mobile devices increase students’ academic performance and engagement. Thus, it can
be suggested, the participants in this study feel the students will participate more if
students are enjoying the class so the participants include the mobility as a form of
engagement and enjoyment.
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Language center. While all four participants expressed positivity toward
communicative MALL environments, one participant had specific views and experiences
that I deemed necessary to share here. Paul appreciated the idea of the students being
mobile, too — not just the devices. He expressed it specifically when speaking about the
language center (see Figures 15 and 16) he designed at his college.
Paul:

[Mobility] enables you to use these things not just in a dedicated setting
where there’s always the – either you teach with or without technology but
it kind of combines it where it can become like a more incidental
spontaneous use. And also it doesn’t have to be overwhelming where you
have to spend the whole class in front of a computer and then a whole
class not in front of a computer…It just becomes a more natural tool,
really, in the process.
And so the mobility I think is – technology is part of it but the mobility is
also mobility within the classroom of how people interact with each other
and if you’re sitting in a desk, you know it used to be the case for a lot in
educational history, there’s only so many people you can talk to. And if
you look at most computer labs, how they’re setup, they’re setup in rows.
They’re very anti-communicative and so mobile breaks that.
The language center is, I think, a lot about space and how the students
interact. I don’t just want them to sit in front of a computer for a whole
class and so this something that allows me to have different modes of
communication. So the students might use this for 5 minutes but then they
actually talk to each other and do something else. And so I think the
mobile there really allows them, and part of the set up in the language
center, too, is that it’s unobtrusive – it’s something they can do for a few
minutes but it doesn’t dominate the whole class. And so mobile really
allows that.

83

Figure 15. The language center. Notice, desktop computers are not the focus. Also
notice the various types of tables, chairs, and desks
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Figure 16. The language center. Notice, tables and chairs with wheels allowing for easy
spontaneity of setup for various types of communication.
Paul’s ideas relate to how he designs his communicative MALL environments. It is not
so much about the phone being called a mobile phone, but rather the students’ mobility
within the class, while holding the phone. Kakihara and Sørensen (2001) depict mobility
as discrete concepts of spatial mobility, temporal mobility, and contextual mobility,
which are all aided by devices and movement of learners. This is certainly congruent
with Paul’s beliefs on CLT, as the more “mobile” his environment is (i.e. the language
center) the more interaction and talking can take place among the students. He, therefore,
plans accordingly.
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Summary. The participants’ definitions of mobility through device use,
engagement, and the language center contribute to the defining environment presented in
Theme One. The participants encouraged the use of mobile devices without much
concern about the type of device. Instead, the focus is on creating a student-centered and
engaging environment that yields communicative experiences.
Summary of Theme 1
Theme 1 conveyed how participants described a communicative MALL
environment enhanced by mobility. This theme was sub-divided into the participants’
theoretical and language-learning foundations, as well as their definitions of a
communicative mobile environment. This theme speaks to the goal of the study as it
provides an overall vision of what the participants aim to achieve — a communicative,
student-centered, engaging environment enhanced by mobility. Participants in this study
shared theoretical foundations in situated learning and constructionism, as well as strong
beliefs in CLT. Furthermore, to contribute to the vision, the participants were able to
describe components or factors of a communicative MALL environment – specifically
describing the mobile devices that were used, the level of student engagement, and the
mobility yielded within the classroom. This vision described by each participant
certainly impacts how he or she designs his or her respective courses.
Theme 2: Meeting Student, Organizational, and Instructional Needs/Goals
The participants spoke specifically about goals for their communicative MALL
environments. Theme 2 reflects a culmination of their experiences regarding three types
of goals – student, organizational, and instructional goals. It is important to differentiate
between these three types as it denotes the balance the participants have to achieve as
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they design their respective courses. Students have their own purposes for learning
language, such as an upcoming trip to a foreign country. The instructor’s department and
university each have their goals, such as maintaining students in long-term language
study. Finally, but certainly not of the least, the instructor has her own goals. An
example could be learning vocabulary and phrases needed to make plane reservations.
These goals are the underlying reason behind the instructor’s purposeful selection and
organization of the resources and activities planned for the students (Morisson et al.,
2011). These three goal types are relevant to the study as they have direct impact on
what one would see within the learning environment. For example, if an organization
were heavily focused on writing fluency, the instruction would include strategies that
promote writing. The subsequent sections look at what the participants had to say about
meeting student, organizational, and instructional goals.
Instructors meet student needs/goals in a communicative MALL
environment. The category of student goals arose primarily based on one participant.
While all four participants spoke of the university language requirement as a student’s
purpose for language learning (which will be discussed further within the next theme),
one participant enjoys a very unique student purpose. In this circumstance, Liliana shares
about a class she teaches where the students take the class because they want to and need
to.
Liliana:

[I teach a course where there is] a professor in the biology department
receives a grant and she sends the students to Brazil to work in labs if they
are future doctors or future nurses. But they are minority group. It’s a
minority group only that go and they are enthusiastic and happy and they
have the need, the actually have the need of learning. They need to learn
and it’s fun and it’s just – it’s fun you know because it’s completely in
Portuguese even though they have not heard a Portuguese word in their
entire life.
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The grammar is not important because they have to learn basic Portuguese
in 2 months and go to Brazil.
It’s a completely different dynamic because they really need to learn
Portuguese just to survive in Brazil.
We talk more about what are the needs of the language, the cultural
background. We don’t have exams, tests because it’s like communication,
communication, communication all the time and they come prepared from
home.
The story shared here from Liliana further validates the importance of this category, and
of the overall theme. They idea of “need” was constant in her quote above. This can be
compared to Morrison et al. (2011) who speak of a learner’s expressed need. An
expressed need is defined as a learner’s desire to improve a performance skill and has
decided to take action in learning that skill. The students have an immediate desire, or
need, to learn Portuguese, and they have decided to enroll in Liliana’s course. Equally
important is how that “need” from the students is correlated to “fun” and “enthusiasm” in
the class, as discussed under Student Engagement in Theme 1. This implies that, based
on the student needs/goals of the course, Liliana has been purposeful in her planning to
meet those needs. The result, then, is a MALL environment that is communicative and
engaging where the students’ goals are met.
Instructors meet organizational goals in a communicative MALL
environment. This category emerged from participants speaking about needs/goals
established within departments and universities. The participants were not only
considering student needs but also satisfying organizational priorities. Examples of
university goals presented by the participants are maintaining control of students’ online
experiences and maintaining minimum foreign language requirements. An example of a
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departmental goal is keeping students in language study beyond the university minimum
requirements. These goals, as with those of the students, seemed to impact how the
participants designed their courses. Here is evidence of these organizational goals from
three of the four participants:
Rebecca:

I mean the only thing with ConnectUs is that they are very reluctant for
you to go outside the – course. Like I wanted – there’s a software called
ConnectYours which I used at another university and it’s like a – well it’s
like a program that’s embedded beneath it – LMS and you can a student
can sign up for it and you can send them a message and they will receive it
on their preferred social media. So I just type it in and if they wanted to
get it on Facebook, Twitter, LinkedIn, a different email address, text
message. I think it’s really cool but ConnectUs is really still – they want it
very controlled.

Paul:

We have as a department and obviously this is different from other levels
and even state schools, I mean we’re basically setting our own
expectations of a program on the departmental level which is 3 professors
in German so we get together and we do a lot of assessments these days
and so we really have been looking very thoroughly at what are our goals
and we’ve defined those clearly and how do we assess them and so some
of these things then came out of that. And so I would say these classes
really just – really target just some specific goals.
I mean those are really more like the global goals that we have where we
know it’s ok, we’ve done some assessment on oral production and we’ve
noticed that you know the students really are – you know they should be
able to speak about food but there are certain limitations...Right now we’re
focusing on the end of 201 level on oral production. Now we’re going
back actually and redesigning these oral proficiency activities.
We have a language requirement here for 3 semesters of language and
then many students drop out after that and so for me the main, absolute
main, goal of those first 3 semesters which are the bulk of what we teach
here are keeping the students afterwards because that’s the main goal.

When asked about why she was unable to teach her Spanish classes at City University the
same way she does her immersion Portuguese at Historic University, she replied:
Lillian:

I can – yes, but I’d have to give an exam that – That’s my problem. I have
to make sure that they know what the exam is. Everybody’s using the
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same exams so and I need to make sure that that material is covered on
that specific time for them to take the exam on that specific date…
That is to say, the specific departmental goals and requirements within her university
drives what she teaches, how she teaches it, and when she teaches it. She used the words,
“that’s my problem,” when describing her obligation to satisfy her departmental goals,
which suggests a negative sentiment. Rebecca also suggested negative sentiments when
she described the constraints ConnectUs placed on her instructional decisions. Notice
how she expressed that she “wanted to” do something, but ConnectUs was “reluctant.”
Liliana and Rebecca, therefore plan based on these departmental requirements. Liliana
plans her communicative MALL environments at City University according to
departmental topics and test dates. Rebecca plans her course experiences within the
requirements of ConnectUs.
While Paul’s language did not suggest any negativity about his department,
instead, his department is unified as evidenced by his frequent reference to “we.” His
department appears to be driven by goals of language production, as well as combating
the college’s minimum requirements. Therefore, this implies that he would design
communicative MALL environments that are engaging. The activities he plans would be
in hopes of sparking a linguistic interest in his students so they might continue in their
language study.
Instructors meet instructional goals in a communicative MALL environment.
Although satisfying the needs/goals of students and organizations has merit, it is the
instructor who is ultimately responsible for the course outcomes. As the principal
designers of their courses, the participants shared insight into their goals for their
respective courses. The goals divided easily into three subcategories: (1) connecting
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language with culture and the real world, (2) producing language, and (3) developing
transferable/life-long skillsets. The following sections and quotations interpret and show
evidence in support of this category.
Connecting language with culture and the real world. This subcategory
describes the participants’ desires for students to understand the interplay between
language and culture. Heidari, Ketabi, and Zonoobi (2014) argued that we use language
to convey meaning; however, it is through culture that we determine meaning. Culture is
also included as one of the 5 Cs of ACTFLs National Foreign Language Standards
(National Standards, 2006). ACTFL states that language study allows students to
understand and interact with a different culture “on its own terms” (p.47). Three of the
four participants shared their desire for students to connect with culture. For example
from Liliana’s course syllabus, she listed three goals for the course to connect students
with the Brazilian culture:
Goal 3: Learn about Brazilian history, culture, sociopolitical structure, and
Brazilian geographical regions. Goal 4: Prepare learners to perform daily
tasks in another country. Goal 5: Learn how to prepare for a trip abroad.
In addition, Rebecca and Paul said about culture:
Rebecca:

My goal is to get them to look at different perspectives and it’s again
about that being able to empathize and see different points of view and
have different points of view, to be able to understand why people have
their points of view even if you disagree.
[My goal] was to make wider connections between language learning so
that they see evidence of it within their own community. So it’s not a
foreign language, it is evident all around them if they look.

Paul:

I think beyond just languages. I think of making the connections.
Situated, I think.
A lot of what we do with these experiences are kind of the bridge course
but also kind of hooking students to the language, the culture, the program
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In the data, the use of the word “culture” is evident for each participant. Also important
to note is Rebecca’s use of the words “perspectives,” “empathize,” and community. The
quotes above imply, as Paul stated, the course is designed “beyond just languages.” The
instructors want their students to be competent in human interaction with others, which is
more than just a correct verb conjugation or use of special characterization. The
language learning experience, including goals of cultural competence, also includes such
intricacies as when is dinner usually eaten, or knowing what hand motions are considered
rude, or appreciating the different concepts of personal space, for example. The cultural
goals valued by these participants mean their communicative MALL environments will
be planned with authentic cultural experiences and dialogue in mind.
Language production. All four participants shared examples of communicative
goals within their instruction. A communicative goal leads to some communication
ability, or competence. It should not signify merely a grammatical competence. Lee and
Van Patten (2003) argued there is an “inherent problem in equating a communicative
goal with a grammar goal such that ‘describing daily routines’ means ‘mastering
reflexive verbs’ ” (p.74). Below, the participants express their own views of
communicative goals. Three of the participants’ documents depicted their goals for
language production:
Liliana:

from course syllabus: Goal 1: Recognize basic Portuguese vocabulary and
phrases. Goal 2: Reproduce oral basic Portuguese vocabulary and phrases
(engage in basic Portuguese conversations, communicate orally in basic
Portuguese in social and professional settings)

Rebecca:

from course syllabus: Students should be able to speak and write using
simple sentences, in the present tense about topics covered during the
semester using newly acquired vocabulary and grammatical structures;
understand basic questions on subjects explored during the course and
reply accordingly; read and comprehend the ‘gist’ of simple authentic
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material (ads, messages, captions, articles, children’s stories, etc.).
Students should ‘get by’ if traveling to visit a Spanish-speaking country.
Raquel:

from lesson plan: Communicative goal: Students will talk about what
happened and what was happening in different situation.

In addition, Paul added:
Paul:

I think that’s one of the big elementary goals of language teaching is to be
able to describe these elementary categories like food and leisure time and
family and colors and all of those things

The data above show a variety of ideas on communicative goals. Terms such as “speak,”
“talk,” and “engage in conversations” imply the participants’ interest in communication.
Raquel’s “communicative goal” was taken from a specific lesson plan that further
included activities toward this goal. The other three participants had communicative
goals that were more broad and given in the context of the semester. Rebecca did also
include interaction verbiage such as “understand” and then “reply”. Lee and Van Patten
(2003) stated that, in communicative language teaching, the communicative goal should
correspond to a particular task. That is to say, the communicative language used in the
participants’ goal setting would likely drive their planning toward communicative tasks.
Transferable/Life-long skillsets. Three of the four participants spoke about their
desire for students to learn skills in their classes that could transfer to other disciplines, or
other general aspects of their lives:
Liliana:

Sometimes I take them to our lab. That way everybody has their own
computers. They can write compositions and I really teach them how to
use Word, Microsoft Word, how to type compositions because Microsoft
Word can check spellings, they can change the language, choose the
language, choose Spanish or whatever language they need and as they type
immediately underlines if they misspelled or has an accent that they
missed.
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My office is open. They come and build PowerPoints with me because
they never built a Power Point or they don’t know – they need one to one
instructions and I am there.
Rebecca:

I am really interested in problem based learning…Again with the cultural
components of the course, looking at a problem that is not – it’s not
isolated to a particular culture, like access to education for example.

Paul:

I think if we think about all of the different skills, this is definitely for
like lifelong learning, it’s that they can transfer and apply the knowledge
and also see a real world use of it.
They still write a traditional essay. Traditional writing, formal writing is
still there but I think there’s other forms of writing nowadays that happen
in real-life communication that you also need to practice. So students
need to know how to work with these media and I mean it’s funny that in
like my course everyone thinks of the digital natives as knowing
everything, but half of my course has never used Twitter before. And I
told them you don’t have to like it, I don’t even like it in particular, but
there’s certain good uses for it. And you at least have to know how it
works and the power of this but also the negative sides and so at least to be
- you know somebody who uses communicative tools in an informed way
at least you need to be familiar with it.

The participants’ instructional goals certainly affect how each plans and implements their
communicative MALL environment. In an effort to help students succeed in their
classes, the participants attempt to broaden their students’ learning experiences by
helping them connect to other aspects of their lives. Teaching them to use “Microsoft
Word,” “PowerPoint,” and “Twitter” are cultural and academic connections that will
enhance their abilities for their post-college lives. As evidenced above, technology also
plays a role in their course goals, which impacts the strategies and activities they utilize.
Summary of Theme 2
Theme 2 described the goals the participants consider when planning their
communicative MALL environments. Three categories were subsumed within this
theme: 1) Meeting student needs/goals, 2) Meeting organizational needs/goals, and 3)
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Meeting instructional needs/goals. Theme Two along with its three categories relate to
the overall purpose of the study by attributing significance to goal-making and the
consideration of them by the participants. In some way or another, each participant
shared evidence of goals. These goals, as will be seen in the following theme, contribute
to the techniques they use, as well as the activities they plan for their communicative
MALL environments.
Theme 3: Planning the Implementation of MALL Experiences for Communicative
Language Purposes
It was not surprising that Theme Three emerged as the largest theme. After all,
the purpose of this study is to explore how language instructors design, or plan,
communicative MALL environments. Borich (2000) defined planning as “the systematic
process of deciding what and how your students should learn” (p. 111). After goals and
objectives are identified, as discussed in Theme 2, planning the implementation involves
creating the activities and tasks for the learners to achieve those goals. Planning the
implementation of MALL experiences for communicative language purposes, as a theme,
entails the topics of lesson planning, specific strategies, authentic content, and planning
frustrations. Specifically, Theme Three includes four categories:
1) Instructors maintain individualized routines for planning communicative MALL
environments
2) Instructors infuse MALL with CLT strategies
3) Instructors seek and level authentic resources to enhance a communicative MALL
environment
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4) Instructors agree there are challenges to planning a communicative MALL
environment
These four categories are discussed in detail below as evidence showing how the
participants design and implement their courses.
Instructors maintain individualized routines for planning communicative
MALL environments. Instructors maintain individualized routines for planning
communicative MALL environments was a category subsumed under Theme 3. It
captures the participants’ descriptions of their planning habits, including any forms they
use and steps they take, as well as the devices they use. This is important to the focus of
this study because of the insight given on how some language instructors plan their
courses. Morrison et.al (2011) asserted that instructors are “unique individuals, just as
learners are unique” (p. 13). That is to say, each creates activities in a personalized
manner. Following are participant quotes regarding two key topics: (1) planning devices
and tools and (2) individualized planning routines.
Planning devices and tools. All four participants stated which devices and tools
they use for planning the implementation of a communicative MALL environment. For
example, they described:
Lilian:

I have iPads. I have computers. I have different softwares that I
use…Dreamweaver, I develop everything using Dreamweaver because it’s
nicer, it’s more clean, it’s nicer. The view is much, much better and you
can do a lot of things…I also develop and created tools to be used for the
entire department using Google Sites, Google Docs, everything that’s
Google. Google is my best friend right now.

Rebecca:

A headset with a mic and my laptop. And my phone which I put all the
deadlines in so that it rings at me all the time because I have so many
deadlines…I’m using Storyline which I’m really loving how easy that is
compared to Articulate. I mean Word I use a lot. You know my software
to plan things.
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Raquel:

My laptop is very important for me to use because I need – I understand
that since I was only using the target language in the classroom, I need
visual support. I mean pictures, videos, all of that was very important for
me. So my laptop was part of myself.
[I use] Google Docs…I use – I don’t use PowerPoint. I use a program that
is called Keynotes. I use Pages – I use Internet, the Internet, I use the –
well, I use a lot of webpages on the Internet. Yes, and I often use a
program it’s called iPhotos. iPhotos, I will take pictures of things to show
my students and let’s see, yeah, that’s it basic – and Preview.

Paul:

I have an iPhone and I have an iPad and I have three different laptops. I
have a Chromebook. I have a MacBook and I have a PC here and so I –
you know I – the way that I – I think for me the mobile is just one part of
all of this. I think it’s - maybe cloud computing might be another term
that’s closely related to it. I really rely on the Cloud a lot. The things that
are really – yeah, it doesn’t matter what device I’m on and I use that
especially for my lesson planning, too. Like I use things like Google Docs
a lot and kind of shared platforms that we can use.
First, it is important to note Raquel’s statement that says, “I understand that since

I was only using the target language in the classroom, I need visual support.” She is
thinking of her goal of a communicative environment, which means she needs pictures,
photos, and web access to help convey meaning while remaining in the target language.
For example, if talking about fruits, she needs a picture of strawberries so that she does
not have to translate the word fresas into English. Instead, she shows a picture as she
talks about fresas. Along the same idea, Lilian and Rebecca use advanced software such
as “Dreamweaver” and “Storyline.” These tools are used for creation of rich media
content that can be used as visual support for instruction. Therefore, as they plan their
courses, they use their laptop computers to create and collect images and content, plus
bookmark videos and links they need to support instruction.
Another key interpretation from the above data is the implication that “cloud
computing,” as Paul stated, is a relevant practice when planning communicative MALL
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environments. In Theme 1, I proposed in my interpretation of the data that the student
device type may not matter in a communicative MALL environment because the devices
are inherently communicative. With that in mind, cloud computing allows access to
instructional materials regardless of device type. Paul even said, “It doesn’t matter what
device I’m on… I use things like Google Docs a lot and kind of shared platforms that we
can use.” Lilian and Rebecca also mentioned the use of “Google Docs” as a planning
tool. For example, the instructors can insert a link, or upload documents, etc. to Google
Docs, and the students, even the instructors themselves, can access the materials on their
device of choice. The data above supports my assertion that cloud computing can be
used as a planning tool for communicative MALL environments because it allows for
access on varied mobile devices.
Individualized planning routines. All four participants shared insight into their
planning routines. I define a planning routine as any actions taken toward preparing for
instruction, which can include developing lesson plans and course syllabi (Borich, 2000),
acquiring materials, and developing course websites. These items support the instructors
and students throughout the course by housing elements such as course material and
objectives. In addition to the interview quotes given here, Lilian, Rebecca, and Raquel
also created syllabi. Lilian, Rebecca, and Paul additionally shared information about
their course websites. This is relevant because it offered insight into what the
participants consider when planning their instruction. For example, Lilian and Rebecca
described:
Lilian:

I have been teaching for 22 years and I have you know what I need to do
first, second, third. I have a plan and I prepare materials. I just don’t go
to the class and do the lesson you know. I prepare the materials ahead and
I have a handout or something or links or I have papers where I upload the
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files that they need and the process.
Rebecca:

So both places that I teach currently we use Vistas [textbook] and they
have a kind of supersite and everything is pretty much already there
embedded and we just – it’s a lot of picking and choosing which is
mobbing through the chapter. It’s very different to how I plan a traditional
class...I’m not going lesson plan and now we’re going to move through
this period of time doing A, B, C, D, E which I always did in a face to
face. You know we start with an overview. We go to a quiz. We have 5
or 6 activities. I present something. You know there is always in a
traditional class and [sighs] – but this one – so it feels very different. I just
approach it in a very different way I guess.

Raquel is very much attached to the idea of a structured lesson plan. Next, she described
her lesson plan format, the origin of it, and why she likes it.
Raquel:

So okay I have the name of the lesson – the name of the pages that I’m
going to cover that day. Then I have a communicative goal such as
student will say what they used to do when they were kids and mode of
communication, interactive mode, the level, the time allotted,
technological tools, computers, presentations, their materials, handouts.
I received [this lesson plan format] from one of the
teachers, the one that introduced me to the communicative language
teaching approach. She gave me this sort of like a template. And then I
followed it and I liked it and so I implemented it in my classroom. I did
not have to use these. But I liked it so much that I you know I used it.
The good thing about this lesson plan was that I could focus on the things
that I know are important because sometimes as teachers we have habits
and sometimes they are not good habits. And so when you have a lesson
plan and you are focused, you can decide beforehand in which things – the
things you believe are important – in which things you are going to focus
on and you know that’s the reason. That’s what I like about this structure
and also you know – it is focused – you know just to state the
communicative goal and goal of each activity because sometimes an
activity you like it, it’s fun but it’s not, it’s useless.

Although admitting to being prepared in some fashion, Paul appeared to rely on
experience and broad objectives. For example, when I asked Paul if he used a specific
lesson plan format, he responded:
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Paul:

Not anymore. I mean I used to after – I did a high school student training
program in Germany first and the earlier years I did more. Nowadays it
really works much more in terms of objectives…But in terms of planning,
that has a lot to do with that, the kind of assessment within the department
where we talk about our objectives. Is the book actually meeting them?
Probably not. I mean you know the assessment tests – none of this really
fits that well. But it’s not that I’m using something like the ACTFL like
planner. I’ve looked at that and it’s just very detailed for me and I like
actually that I don’t have to do that here and so at least in higher ed and
definitely being a private school we’re not there, and I’m happy about it.
The data re-presented above offer evidence in how individualized the planning

routines are for these participants. While the types of planning tools used are similar
among them as part of their routines, the routines themselves are quite different. Lilian
did not cite a specific format in our interview, however her course website built for her
students is actually very structured containing general course information, as well as
detailed objectives, vocabulary, speaking activities, videos, and assessments for each
lesson. The data, therefore, suggested the planning routines vary based on instructor
experience and comfort level with technology. Raquel, is the least experienced
participant and is self-described as being only “moderately comfortable” with
technology. Therefore, it is no surprise she is still very attached to a very detailed format.
In contrast Lilian and Paul, both very experienced instructors and self-described as “very
comfortable” with technology, admit to “preparing” for class, but do not follow a specific
format. The information presented here certainly implies that planning routines for
designing communicative MALL environments vary based on instructor experience and
comfort level with technology.
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Instructors infuse MALL with CLT strategies. As the purpose of this study is
to explore how language instructors in higher education design communicative MALL
environments, it is relevant, then, to share the various communicative strategies the
participants discussed. Their positive views regarding CLT were already presented in
Theme 1, so it is not surprising this category emerged from their experiences with
specific strategies and activities as integral components of their courses. This category is
subdivided into three sections that will be evidenced below: (1) specific communicative
MALL activities, (2) evidence of TBLT, and (3) communicative modes.
Specific communicative MALL activities. This subcategory contained particular
activities the participants use in their courses that utilize mobile technology and have
communicative purposes. This offered insight into how their theoretical foundations
(Theme 1) and goals (Theme 2) are realized during instruction. For example, the
participants described specific lessons or activities and how they used mobile devices
with the lessons:
Liliana:

The 2nd year intermediate Spanish. It’s the 4th semester of Spanish…I use
an app that calorie count then – the majority of them have iPhones or
phones or the smartphones. Then I divide them in groups of 4 and I give
them some guidelines. Okay, you are going to prepare a balanced diet,
okay. We need to go to the gym to burn some calories but we need to
know how many calories you eat everyday…At least one has a phone with
access to the Internet and access to the app. They download the app and
then they put together a day – how much they eat in calories…They
present to the students in the classroom. You know I ate 2500 calories but
I didn’t burn more than 500 because I did not exercise or I drank too much
soft drinks…Then what will be healthy and what will not be healthy and
what are they eating that is good for them and what they are not eating,
and then we talk about where do you eat? Do you eat at the university?
Do you eat outside? Do you cook? Then you expand it, okay. What do
you have to do? Do you exercise or not?
I teach a Portuguese class for Historic University…And on that we have to
use a lot of devices because that’s the one I have Google Sites created.
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We hangout. We use [Google] Hangout to teach the class. They are in
different states of the United States and they communicate using the
Hangout. We teach the lessons and they talk to the students you know.
It’s like I am talking to you but I have 4 or 5 in there and they are talking
to the other ones in the class. It’s fun and interesting…And I create for all
the devices. They go to – use Edumon and they post things in there. They
go to the blog and they post. They call each other. They talk.
Rebecca:

It was connecting culture and what the countries we’re studying and
seeing examples of them in their community. They could use like
Snapchat or they could use – they could record audio on their phone, they
could take pictures and they would caption it either orally so they would
say do a little 20 second video and say something in Spanish like, “this is
my favorite Peruvian restaurant.” “I really like it.” They would see
somebody who you know, somebody they knew who was Mexican and
either – like have them say a few things or they would take a picture you
know in Kroger if there was something from Guatemala and they would
caption it.

Raquel:

My approach to language teaching is communicative, so for me it is very
important to provide the opportunities for the students to communicate and
practice and talk and so the one thing that I did with the animated movies
it was very, very like motivational…They – I mean to work in groups to
come up with dialogue and in a very shot period of time
My second favorite was the spreaker.com, it’s basically like a social
network of audio files. My Spanish students they gathered and they were
– doing basically the same thing that my English students were doing but
the difference was that they were audio recordings themselves and it was
very open so they could do anything and they came up with very
interesting things.
The PollEverywhere that I used…they needed to type their answers in
their phones and send it to me, to the screen, and it will appear there…I
put for example, read the sentences and tell them where they could have
done it better because these are anonymous is good. Nobody knows who
wrote it, you know. Well, I – my objective in that lesson was designed in
a way that they would use the preterite and imperfect. So that was the
grammatic feature that I was working on, but the communicative was good
for a presentational mode sort of . I did – what I did was like I made
groups of 3 so that they could talk about it.

Paul:

I try to make the classes device agnostic so that they can use whatever
device they bring….So that is how I plan it.
So it might be something like you know go to this hotel’s website and
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answer a couple of questions, the record the interview, you know different
things. So we do that quite a bit is to actually – and we start early on the
first semester actually with things like that so it might be a shopping trip to
Amazon Germany [see Figure 15] or things like that. Yeah, amazon.de.
So basically this is fairly early on after a couple of weeks of German, and
at that point, we’ve done some basic concepts like numbers and colors and
we’ve done like items for like your dorm room and things like that…So
then there’s a quick scenario that students have to – they’re an exchange
student in Germany and they have to furnish their new dorm room there
and they have to get certain things…So then they have a conversation
about what they buy with somebody else. They talk to – they have a
number of tables where they have to find out what the other person is
buying. “I’m buying this, what are you buying?”…We do other shopping
trips like that too. We go to a German pharmacy, an online pharmacy.
One thing that I use with my students quite a bit too is called Padlet (see
Figure 17). Where you can create like your own walls. Students had to
write about their dream car… This took like 5 minutes of class time to just
write it up and we have all these things and then I can – and then I usually
– I don’t correct all of this and then to me communicative is then talking
about what students put up there like, “I like a bike,” “I don’t want a
car.” You know it really brought out their own voice really…This works
on mobile very well, too.
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Figure 17. Example of using Padlet in Paul’s course.

I gather two implications from the data in this category: non-communicative
features turned into communicative MALL activities, and inherent communicative
features used for communicative MALL activities. As noted by Roschelle (2003), there
has been a lack of literature precisely connecting the attributes of the mobile device with
pedagogical desires. Stockwell and Hubbard (2013) concurred stating that one of the
greatest challenges with mobile learning is making sure the features of mobile devices
and the tasks for which they are used are well suited. While Stockwell and Hubbard
(2013) mentioned some use of specific mobile features in language learning such as GPS,
the features have not been defined toward communicative goals.
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First, mobile devices offer non-communicative features. These are aspects of the
mobile device that are not necessarily communicative by nature, such as mobile
applications and web browsers. Instead, they allow you to complete a larger activity. For
example, Lilian used a calorie counting app for the activity of creating and discussing a
healthy diet. Paul used the web browsers to shop on Amazon Germany for the task of
furnishing a dorm room (see Figure 17) and talking about it. That is to say, both the app
and web browser were accessories to a larger communicative task.
Second, mobile devices offer inherent communicative features. These are aspects
of mobile devices that were created for the purpose of communication, such as social
networking, videoconferencing, and collaboration. For example, Liliana used “Google
Hangout” as a vehicle for communication during class time. Rebecca used the mobile
conversation tool “Snapchat” to engage students in connecting language with their
community. Raquel used “Spreaker.com,” which is basically a “social network of audio
files.” Paul used “Padlet” to bring out his students’ “own voice” on a collaborative wall.
These two types of features both may be considered by language instructors to have their
place in a communicative MALL environment.
Evidence of TBLT. This subcategory was composed of data emerging from the
participants talking about using task-based activities in their communicative
environments. In TBLT, the task drives instruction as it provides meaningful purpose
and a real-world context for communicative exchanges in the classroom. Richards and
Rodgers (2001) asserted TBLT uses activities in which language is used to complete
meaningful tasks and to support the learning process. Two of the four participants spoke
specifically about TBLT as part of their instruction.
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Raquel and Paul described how mobile devices influence their learning
environments:
Raquel:

Well, because they were working in groups and they were allowed to use
only the target language to communicate among them, so for that reason, I
think it was a good opportunity. You know they had a task.
Communicative language teaching you know the approach is towards task
based activities, so they were focusing on a task and not on language, but
they were using the language as a means for communication.

Paul:

I use it especially for and probably my favorite things I like to use it for is
either task based activities where they get a number of certain tasks that
they need to fulfill in class and I’m there to help them so it’s kind of you
know flipped classroom student centered very much driven by a task often
in terms of projects, so they might do something and those involve
different media.

Both participants mentioned the importance of their students focusing on a task. For
Raquel, the task is key for “using the language as a means for communication,” which is
the purpose of CLT. For Paul, the task is key for achieving a “student-centered”
environment where he facilitates. This role as a facilitator is also an important aspect of
CLT. This data suggests that planning for TBLT as it guides the instructor to include
tasks that can be facilitated by the instructor. This, in turn, nurtures the communicative
aspect of the communicative MALL environment.
Communicative modes. ACTFL describes the communicative modes as
including interpretive, interpersonal, and presentational modes (National Standards,
2006). Recall that the interpretive mode involves being able to understand what is read
and heard in the target language. The interpersonal mode includes being able to
participate in human communicative exchanges. Presentational mode involves sharing
information with others. Two of the four participants discussed how they consider modes
of communication when designing communicative MALL environments. The other two
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participants did not specifically use the term “modes of communication,” even though
they spoke about activities that are representative of the three modes.
For example, Raquel referenced communicative modes while describing the
PollEverywhere activity, as well as while describing her lesson plan. Paul referenced
communicative modes when describing student interaction. They said specifically:
Raquel:

I was thinking well, maybe this would be good for a presentational mode.
Then I have a communicative goal such as student will say what they used
to do when they were kids and mode of communication, interactive
mode… Mode of communication. It could be interactive presentational or
what is the other one, presentation – it’s the mode that they would use in
which they will use the language the most because you know you could
use all modes but there’s one in which you’re focused the most. Right
now in this class, interactive mode means that – the way that they will use
the language is just communicating, talking. Presentational mode is when
they – I mean interactive mode everybody is talking to each other you
know, they’re responding but the presentational mode it would be like
they would work in groups and they would show to the whole class the
end result of their work.

Paul:

I think a lot about space and how the students interact and I don’t just
want them to sit in front of a computer for a whole class and so this is
something that allows me to have different modes of communication so
the students might use this for 5 minutes but then they actually talk to each
other and do something else. And so I think the mobile there really allows
them and part of the set up in language center too is that it’s unobtrusive –
that it’s something they can do for a few minutes but it doesn’t dominate
the whole class, and so the mobile really allows that.
That’s another big driver [of planning decisions] so getting an audience
for each other, not just writing for the instructor and kind of diversifying
the modes of communication for sure.
The data presented in this category show a variety of ways the participants used

mobile devices and how they viewed their communicative use according the mode. A
commonality among the participants was how they were intentional in setting a
communicative purpose. The participants were varied, though in the specific strategies
and tasks they designed. This was seen in the data through the sub-categories of specific
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communicative activities, evidence of TBLT, and communicative modes. While only
two of the four participants specifically used the term mode or communication mode, all
four participants described an effort on their part and/or activities that included these
forms of communication as they planned their communicative MALL environments. For
example, an activity might be described as being “good for a presentational mode,” or
“something that allows me to have different modes of communication.” Because mobile
devices are inherently communicative tools, these modes of communication allowed the
devices to be used in various ways, and so, the instructors consider that in their planning.
Instructors seek and level authentic resources to enhance a communicative
MALL environment. The use of authentic resources and thus, creating real-life
experiences, was a salient topic that was an underlying current of much data. In Theme
One, I shared evidence of the participants’ desires for students to become global citizens
and to connect the language with culture. Authentic media and resources are the vehicle
used to achieve that. The use of these resources speaks, not only to the culture
component of ACTFL’s 5 Cs (National Standards, 2006) but also directly to the
communicative component and CLT approach of the participants. Their beliefs in CLT
are generated from their goal of creating real-life communication for their students – and
authenticity plays a vital role in making the communication become real-life. The data
re-presented here show the participants opinions regarding seeking and leveling authentic
media. For example, Liliana described how she integrated an authentic resource:
Liliana:

We have Espanola on TV is a Spanish TV. It’s free. And they have a lot
of resources in there. Then sometimes I get the news and we can look a
little bit about the news for them just to you know how is the real world
speaking the language you know and they say oh, I don’t understand
anything — If they understood 1 or 2 that’s great, is important
because in real life you got 3 today, you got 4 tomorrow and you got 6
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later on. Yes, I do use a lot of resources. They are everyday news and
when you open the web, they can find things that are interesting. They
can ask questions in the target language in Spanish. They ask, oh, what is
this? What happened? And then you can talk to them about it.
Liliana also uploads videos and uses YouTube as a resource. For example, during the
lesson on food I observed Liliana showing a cooking video in Portuguese teaching how to
prepare certain Brazilian foods. Rebecca, Raquel, and Paul also shared how they use
authentic resources:
Rebecca:

I have a problem especially with online learning. There is a massive push
by publishers to go to their all-singing all-dancing website, supersite,
because it’s easy and that’s how they sell it. You don’t have to do
anything but within those there are so many stereotypes and
misrepresentations and there’s no authenticity. It drives me insane and I
have a real problem with that because it’s just confirming stereotypes that
students already have and it’s not authentic material. I have a real buzz
about that… So I’m in fact going to a new book because it is a tiny
publisher and they have only authentic photos – and I think that makes a
huge difference.

Raquel:

I do like authentic material but since I was a Spanish teacher it was
difficult for me to find good authentic materials at their level plus if I were
in my home country, it would be easier for me to find authentic materials
at their level like you know like just advertisements and stuff…What I did,
I did use authentic materials with my students, my idiom (English)
students because I had a lot of more resources available. For example, I
used commercials. I used songs that had a lot of idioms and we were –
maybe songs that for you are like love songs and stuff, but for us it was a
material of work which we needed to analyze.

Paul:

The book is certainly driving a lot and not always to a good thing as I
think most language teachers know and would agree that you know the
book has certain limitations and is kind of just – not a very authentic
approach to all of this and so a lot of this is supplementing the book with
real life authentic experiences and so that’s probably as a complement to
the book
Yeah, I use them a lot. A lot of authentic media and has absolutely
changed obviously how we teach things like YouTube or Wikipedia or
authentic – I use the authentic cultural Lexicon a lot which provides
authentic images from the target language’s culture and I use those a
whole lot because the books really don’t – they have all these like silly
109

comic drawings and so and they outdate very quickly so I try to use very
authentic real media and it goes to other things too like I – you know like
using Google Earth to like show them something geographically. You can
now go there in 3D…It’s [authentic media] so accessible but I’m really a
big fan of reality that I bring to the classroom you know anything that I
can find whenever I’m over in Germany.
As shown in this category, each participant stated they make authenticity a
priority in their MALL environments. Paul even noted that the current ability to access
authentic resources through media has “changed the way” language teachers plan
instruction. Leloup and Ponterio (2000) emphasized it is the duty of language instructors
to integrate authentic resources via technology in meaningful ways. They said further
that the “intrepid and creative teacher will venture into this virtual realm, find authentic
resources, and use them to make the second language classroom a marvelous place” (p.
2). The participants in this study purposefully sought resources and attempted to choose
those that were appropriate for specific tasks and levels. Seeking and leveling authentic
content is key for Theme Three as it is, not only a component at the onset of course
design but is an ongoing process throughout the semester. As Rebecca noted, language
instructors appear to “have a real buzz about” the lack of authenticity in textbooks. Paul
actually said, the textbooks have “certain limitations” and are “not authentic.” He and the
other participants must “supplement the book with real life authentic experiences.”
Therefore, it can be interpreted that the participants use authentic media to connect their
students with the real world and to complement and confront the lack of authenticity in
the textbooks and their supersites. The instructors include the seeking and leveling of
authentic content as part of their planning in order to bring real-life to their
communicative MALL environments.
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Instructors agree there are challenges to planning a communicative MALL
environment. As positive and productive as a communicative MALL environment can
be, it would be unrealistic to think they come without challenges and frustrations. This
category arose as the participants discussed some of their frustrations with planning a
communicative MALL environment. The review of literature documents some
challenges with MALL environments such as functionality (e.g., battery life, screen size,
connectivity) (Singh, 2010), identity (Kilmanova & Dembovskaya, 2013), and the
difficulty to express emotions (Guo, 2012). However, data in this case study show the
frustrations primarily coming from (1) managing student use of mobile devices and (2)
using mobile devices with textbook supersites and university LMS systems. The
following paragraphs take a closer look at the data regarding challenges participants
experience when planning to implement a communicative MALL environment.
Instructors plan for student use of mobile technology. Managing student use of
mobile technology, as a subcategory, emerged as the participants shared experiences
about dealing with students with mobile devices. This subcategory included the
management of online translators, students’ off-task behaviors, unmotivated students,
uncommitted students, and teaching special characterizations. Unmotivated students was
operationalized as a student’s behavior and participation in class while uncommitted
students referred to a student’s mindset of language learning in general. In other words, a
student might not be committed to long-term language learning, but she might still be
motivated to participate in class (because of a desired grade or because he or she likes the
teacher, perhaps). The participants’ words are shared below.
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For example, Liliana and Rebecca discussed the challenge of dealing with
students and online translators:
Liliana:

I only allow the cellular phones if they are looking for translating
a word, not a sentence because sentences you cannot translate
from – to Spanish. They are completely wrong… They still try it. I get
the sentences and I say okay, let me show you how the translator works
just to prove to them it doesn’t work then I am the dictionary. I am the
dictionary, ask me. Okay. Or show them how to use the devices for one
word is okay but one word has different uses or meanings and they need to
be careful when they use it – and meanings. I want to teach them how to
use the device.

Rebecca:

The hardest thing – one of the hardest things is use of online
translators. That is a massive, massive problem because it’s so
obvious but they – and a lot of students I don’t think are putting in a whole
paragraph and deliberately cheating…So they cannot use anything that is
out of the book. They have to underline it and tell me where they learned
it, and I mean that has really cut down on a lot because if you don’t know
you’ve used the imperfect subjective because you’ve got underlined it, the
chances are oops… So if they have to write about their family and we’ve
only done 2 chapters and they only know the present tense, then they have
to talk within the present tense and they have to only use vocabulary from
chapter 1 and 2. Now if they’ve learned I don't know something from like
when they went to Spain for 2 weeks then they can use it. They can use it.

Liliana and Paul described the challenge of students being off-task and how they
deal with those behaviors:
Liliana:

Then they are not allowed to open any devices when I
am teaching the lesson. They need to look at me. They cannot have
phones. They cannot be texting. They cannot – nothing. No food. Just
15 minutes is for me, my attention. Then when we go and do some
exercise, they can open the devices or write things, whatever they want,
and they can do the exercise.
Then in this class that I was working today, it was
very frustrated because I have very smart students but they were not doing
anything. They are A students and you go and say, why you didn’t bring
anything? “Oh, it’s okay.” “I can do at home.” Or you have all kinds of
excuses. They’re on the telephone and Facebook with their friends and
doing a lot of activities then.
I have around 5 or 6 that were using text messaging
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the whole class and talking but not doing anything.
Paul:

It’s a huge discussion I think everywhere in the world
right now. I’ve had students who told me I should ban any kind of
computing device because the temptation to check Facebook is too great
and my view is I’m not the policeman like they need to like – they need to
learn how to deal with this and –I’m not checking. I mean I’m saying – I
see this as a book. I mean they can doodle in the book and you know –
it’s something they really need to work at and I don’t see that as my job
here. It might be different in K through 12 but here they pay for it. They
pay a lot of money you know. It’s their responsibility. I mean if I
obviously see somebody doing that I might talk to them about it. If the
phone rings, I tell them to silence the phone. If the phone rings, they have
to answer in German. I mean – you know there are certain rules that they
actually you know puts some peer pressure on them but that really is not a
big issue and – because I notice this too and with colleagues when I’m at a
conference people sit there and you know they might do work. They
might not. Who knows? But if I write something down I could also make
a shopping list instead of listening so it’s you know it’s – I don’t think it’s
the technology’s fault so – I think the students quickly notice if it’s just
something done for – if there’s not a real reason behind it, the students
notice.

Liliana, Rebecca, and Paul shared the challenge of uncommitted students:
Liliana:

We need to change the idea that I have to take this
class because it’s on my degree… We need to change to, oh, it’s fun to
come to this class because I am learning to communicate. I am learning to
talk to the people.

Rebecca:

I think one of the big challenges with language
learning is most students think it’s a waste of time. I mean they give lip
service to yes, you should – there’s a lot of Hispanics and it’s a really you
know prevalent language in the USA but most students feel forced to learn
Spanish and they hate that…It takes 720 hours of that [learning a
language]. The fluency – and they’re in there for 180. What is the point?

Paul:

We have a language requirement here for 3
semesters of language and then many students drop out after that and so
for me the main, absolute main, goal of those first 3 semesters which are
the bulk of what we teach here are keeping the students afterwards

Rebecca described the challenge of dealing with unmotivated students:
Rebecca:

Some students they are studious students and if
you give them an assignment, they you know are very – that’s what
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they’re going to do and other students especially with it being online there
is this perception that they don’t need to go out of their way. It’s – online
learning is perceived to be easy… It does give that mindset which is why I
think one of those activities failed that – I think they thought it was
burdensome…there’s not the same kind of – what’s the word – where if
you – if you’re face to face with your instructor and you say, “I can’t do
that exercise because,” there’s a certain amount of responsibility and
culpability in that and you’re looking at that person, but if you don’t have
to see that person, you can make anything up. There’s not that same sense
of you know they don’t feel as bad because I’m like this faceless person.
Liliana and Raquel talked about the challenges caused by special language
characterization:
Liliana:

Sometimes I take them to our lab. That way everybody
has their own computers. They can write compositions and I
really teach them how to use Word, Microsoft Word, how to type
compositions because Microsoft Word can check spellings, they can
change the language, choose the language, choose Spanish or whatever
language they need and as they type immediately underlines if they
misspelled or has an accent that they missed.

Raquel:

It took too much, too much time for them to be good.
Since this is a second language it took them longer time to type
those words and plus their phones – I bet their phones are in English so the
Spanish characters are not there and maybe some of them, I thought
because it took too long, maybe they had autocorrect and that was a
problem too for them.

The participants described above several concerns regarding student behavior –
online translators, off task behaviors, uncommitted, and unmotivated students, and
knowledge, or lack thereof, of utilizing special language characterization. This data
suggested that designing a communicative MALL environment necessitates a plan for
classroom management just as any other learning environment. Wong and Wong (1998)
pointed out that a degree in a certain language does not in itself make anyone a language
teacher. There are many other components involved to successfully run a classroom,
managing student behavior included. Liliana created a “15 minute” rule for her
114

classroom where devices must not be out. Rebecca combats online translators by
requiring students to underline advanced grammar and show how they know it. Paul said
he “is not the policeman,” accepting that students’ off-task behaviors in a MALL
environment are no less than “doodling in a book” in a non-MALL environment. He,
instead, places the responsibility on his students, requiring they at least answer a ringing
phone in the target language. While varied methods for managing their environments,
they are still managed. That is to say, language instructors must plan for classroom
management when designing a communicative MALL environment.
Negative opinions regarding supersites, ebooks, and their universities’ LMSs.
The participants had very specific opinions regarding the websites of textbook
companies, their ebooks, as well as the universities’ LMSs. Currently, many popular
world language textbook publishers create what Rebecca called, “supersites” (i.e.,
http://vistahigherlearning.com, http://www.glencoe.com/sec/worldlanguages,
http://www.phschool.com/atschool/txtbk_res_fl.html) that can be accessed by both
students and instructors. These sites include media, activities, assessments, and online
versions of the textbooks, etc. These textbook companies also offer online versions of
their textbooks, referred to “ebooks” as Paul said. In addition, university Learning
Management Systems (LMSs) is the system used to house online courses. This section
includes two of the four participants describing their opinions of dealing with mobile
devices with textbook supersites, eBooks, and university systems:
Rebecca:

University LMS. That’s hard within the framework it – like desire to learn
which is that LMS it is –I’ve not promoted mobile learning at all in the
past because it was very clunky and it was very difficult in the previous
versions but use their tablets or their mobile devices. And I mean when I
tried to grade stuff on that thing, it was horrendous. Now that we’re at a
newer version, I am hearing from my students that they are using the iPads
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more and can interact and do their assignments. Students are using their
mobile phones a lot too.
Paul:

E-books. the students really didn’t like is the kind of – annotation features
are clunky. It’s getting a little better now that they’re on more devices but
they’re kind of doing this kind of thing, looking up words. Like you can’t
do that with an [Inaudible]. It takes like you know tons of swiping and it’s
just way easier. And then also you just – your brain remembers more
where this was in terms of you know where this was so you can, oh yeah, I
put a note there. It’s just easier to find things and browse too than with the
eBook, and I use the eBook like so I have access at home. It’s kind of
nice but I – if I need to quickly look something up, but it’s not a
replacement yet because the eBook really doesn’t have like the videos in it
or the audio. It still says in the eBook, please go to this page to like listen
to the audio…But we do use an online workbook, but some of it is Java
based and so that doesn’t work on mobile yet and so that’s still you know
– I think these are kinks that are going to work themselves out in the next
few years.

Unfortunately, the language instructor has no control over the supersite or her
university’s LMS. In the above data, technology appears to be moving toward better
compatibility with mobile devices. As Paul noted, as the “kinks work themselves out in
the next few years,” students will be able to better utilize eBooks and textbook online
ancillary materials via their mobile devices. As technology advances along with the
widespread growth of mobile devices, there could be more expansion of opportunities
created within the communicative MALL environments.
Summary. The evidence for the category describing the challenges the
participants faced when designing communicative MALL environments was presented
within two subcategories: 1) managing student use of mobile technology, and 2) negative
opinions regarding supersites, eBooks, and university LMSs. Off-task student behaviors,
the use of online translators, and dealing with unmotivated students, were topics heavily
voiced by two participants, whereas one did not mention them at all, and the other saw it
as an issue the students must learn to self manage. This suggested a need for classroom
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management strategies when designing communicative MALL environments. Two
participants who spoke about textbook supersites and eBooks both described them as
“clunky,” but they did both speak to the positive future of these entities with mobile
devices. All of the data presented here speak to the planning theme, and the overall topic,
as these challenges are critical to how the participants plan and implement their courses.
They must face and deal with these challenges throughout their planning and
implementation processes in order to reach their goals.
Summary of Theme 3
Theme 3, planning the implementation of MALL experiences for communicative
language purposes, was a substantial theme that subsumed four categories:
1) Instructors maintain individualized routines for planning communicative MALL
environments
2) Instructors infuse MALL with CLT strategies
3) Instructors seek and level authentic resources to enhance a communicative MALL
environment
4) Instructors agree there are challenges to planning a communicative MALL
environment
The first category re-presented data that implied that planning routines for designing
communicative MALL environments vary based on instructor experience and comfort
level with technology. The second category implied that because mobile devices are
inherently communicative tools, modes of communication, through specific tasks,
allowed the devices to be used in various ways. The data also suggested instructors
consider both non-communicative features and inherent communicative features of
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mobile devices when designing communicative MALL environments. The third category
suggested that all four participants use authentic media to connect their students with the
real world and to complement and confront the lack of authenticity in the textbooks and
their supersites. Finally, while the participants all continue to plan for communicative
MALL environments, they each demonstrated their commitment in the fourth category by
undertaking the challenges they must manage as they plan and implement. This entire
category is significant to the purpose of this case study as it offers specifics on the
planning processes of these language instructors.
Chapter Summary
This chapter served as a re-presentation of the data merged into three themes.
Theme 1 captured the participants’ theoretical and pedagogical beliefs, as well as how
they define a communicative language learning environment enhanced by mobility.
Theme 2 emerged as the participants shared how they balance and meet organizational,
student, and instructional needs/goals. Theme 3, captured how the participants plan and
implement MALL experiences for communicative language purposes, specifically within
the subcategories about planning routines, MALL with CLT strategies, seeking and
leveling authentic content, and dealing with planning challenges.
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Chapter 6
Discussion
The purpose of this case study was to describe how higher education language
instructors design MALL environments for communicative language teaching. The two
research questions guiding this study aimed to find out how the instructors plan, and what
influences their planning decisions. In order to answer these questions, data were
collected from in-depth interviews, observation, and document reviews. The previous
chapter presented the findings as three emergent themes from an inductive data analysis.
The emergent themes were:
1.

Describing the communicative language learning environment enhanced
by mobility

2.

Meeting student, organizational, and instructional needs/goals

3.

Planning the implementation of MALL experiences for communicative
language purposes

It is, however, important to position these results within the larger context of research for
understanding how higher education language instructors design MALL for CLT. To
specifically answer the research questions, all of the data were combined and considered
with this purpose. In this chapter, the findings in aggregate will be situated within
existing literature, and the findings will be discussed in response to the research
questions.
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Research Question 1: How do higher education language instructors design mobile
assisted language learning environments for communicative language teaching?
The underlying ambition for this question was to discover if there existed a
connection between the instructional planning practices of higher education language
instructors and formal instructional design models. To support that possibility, I reviewed
the literature related to two popular instructional design models: Morrison et al. (2011)
and Dick et al. (2009). Although it was evident in the findings there was no particular
instructional design model followed by the participants, that did not signify there existed
no planning process or activity at all. Three participants presented syllabi and elaborate
course websites, while one actually relies on a detailed lesson plan. All four participants
used tools such as laptops and iPads to plan their courses. Some relied on the Google
brand of online resources, and two participants created unique learning experiences for
their students using advanced software, such as Adobe Dreamweaver and Articulate
Storyline. However, to answer Research Question One, the overall findings revealed
individualized planning routines that included three key components in their designing of
communicative MALL environments. Those three components are (1) identifying goals
and objectives, (2) utilizing communicative modes, and (3) creating authentic
communicative tasks. Each of these is discussed in detail below.
Identifying goals and objectives. The identification of goals and objectives are
imperative at the onset of planning instruction. Data were primarily extracted from
Theme 2: Meeting Student, Organizational, and Instructional Goals to support this
section. Theme Two represented a collection of the participants’ experiences regarding
three types of goals – student, organizational, and instructional goals. It was important to
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differentiate between these three goal types as it denoted the balance the participants had
to achieve as they designed their respective courses. Students had their own purposes for
learning language, such as an upcoming trip to a foreign country. The instructor’s
department and university each had their goals, such as maintaining students in long-term
language study. Finally, but certainly not of the least, the instructor had his or her own
goals.
Dick et al. (2009) stated that goal identification is “the most critical event in the
instructional design process” (p.15). The instructional goals and objectives set the
purpose for instruction and guide the learning experience throughout the course. They
are the underlying reason behind the instructor’s purposeful selection and organization of
the resources and activities planned for the students (Morisson et al., 2011).
Additionally, Morrison et al. (2011) spoke of a learner’s expressed need, which is a
learner’s desire to improve a performance skill, and has decided to take action in learning
that skill. The findings from this case study support the value of needs/goals and
objectives as a part of the instructors’ planning process, and specifically, for the design of
communicative MALL environments.
Although used and communicated in various ways, each of the four participants
spoke specifically about goals and objectives. Goals and objectives were included in
lesson plans and syllabi, and included on course websites. For example, verbiage from
review of Lilian’s documents showed specific goals such as, “Reproduce oral basic
Portuguese vocabulary and phrases (engage in basic Portuguese conversations,
communicate orally in basic Portuguese in social and professional settings).” Raquel’s
documents included, “Students will talk about what happened and what was happening in
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different situations.” Both goals and objectives also drove instructional planning in
departmental meetings. Paul stated his German department meets to determine, “What
are our goals,” and how do we “define those clearly.” These examples, as well as
evidence within Theme 2, support this first component as part of the answer to Research
Question 1. Instructors identify goals when planning a communicative MALL
environment.
Utilizing communicative modes. The second component in response to
Research Question One is that higher education language instructors utilize
communicative modes when planning a communicative MALL environment. Recall the
5 Cs of Foreign Language Education as national standards developed by ACTFL:
Communication, Cultures, Connections, Comparisons, and Communities (National
Standards, 2006). The communication goal is divided into three modes of
communication: interpersonal, interpretive, and presentational. The interpretive mode
involves being able to understand what is read and heard in the target language. The
interpersonal mode includes being able to participate in human communicative
exchanges. Presentational mode involves sharing information with others. Language
instructors can use these modes to help ensure their students experience the full scope of
communication in the target language – and the participants in this study were no
exception. While only two of the four participants specifically used the term mode or
communication mode, all four participants described an effort on their part and/or
activities that included these forms of communication as they planned their
communicative MALL environments. For example, Raquel described her use of
PollEverywhere as “good for a presentational mode.” Paul said that mobile devices are
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“something that allows me to have different modes of communication,” as evidenced in
his use of Padlet, which could be considered presentational and interpretive modes.
Rebecca mentioned the use of “Snapchat” which could be considered interpersonal mode.
Because mobile devices are inherently communicative tools, these modes of
communication allowed the devices to be used in various ways.
These examples, as well as evidence within Theme 3, support this second
component as part of the answer to Research Question 1. Language instructors utilize
communicative modes when planning a communicative MALL environment.
Creating authentic communicative tasks. The third component in response to
Research Question 1 is that higher education language instructors create authentic
communicative tasks. The notion of authenticity was a strong sentiment through much of
the data and across themes. Leloup and Ponterio (2000) declared an “intrepid and
creative teacher will venture into [the] virtual realm, find authentic resources, and use
them to make the second language classroom a marvelous place” (p. 2). Authenticity and
mobile devices, therefore, are natural complements for one another as mobile devices can
serve as a vehicle for authentic communicative tasks and as a way to access many
authentic resources. Traxler (2007) stated that mobile learning allows for authenticity
and opportunities for social discourse. This serves well for communicative MALL
environments, as the goal is to create authentic experiences through which students can
communicate in the target language. The four participants in this study described how
they plan for authentic communicative experiences in their MALL environments.
Particularly in an effort to combat the lack of authenticity within textbooks such as their
“silly comic drawings” and “confirming stereotypes,” the participants continually created
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authentic tasks that supplemented where the book was lacking. For example, a student
might be asked to be “an exchange student in Germany and they have to furnish their new
dorm room there and they have to get certain things” through Amazon’s German site.
Next, “they have a number of tables where they have to find out what the other person is
buying.” Another example is when an instructor asks students to document their leisure
time or examples of the target culture within their community using their mobile devices
and “Snapchat.”
These tasks become part of a MALL environment by way of what I interpreted as
non-communicative features and inherent communicative features of mobile devices.
Roschelle (2003) noted there has been a lack of literature precisely connecting the
attributes of the mobile device with pedagogical desires. Stockwell and Hubbard (2013)
agreed stating that one of the greatest challenges with mobile learning is making sure the
features of mobile devices and the tasks for which they are used are well suited. While
Stockwell and Hubbard (2013) mentioned some use of specific mobile features in
language learning such as GPS, the features have not been defined toward
communicative goals. I propose that non-communicative features are aspects of the
mobile device that are not necessarily communicative by nature, such as mobile
applications and web browsers. Instead, they allow you to complete a larger activity. For
example, Lilian used a calorie counting app for the activity of creating and discussing a
healthy diet. Paul used the web browsers to shop on Amazon Germany for the task of
furnishing a dorm room and talking about it. The inherent communicative features are
aspects of mobile devices that were created for the purpose of communication. For
example, Liliana used “Google Hangout” as a vehicle for communication during class
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time. Raquel used “Spreaker.com,” which is basically a “social network of audio files.”
The examples in this paragraph demonstrate how the authenticity is achieved through
mobile devices.
These examples, as well as evidence within Theme 3, support this third
component as part of the answer to Research Question 1. Language instructors create
authentic communicative tasks in order to bring real life to a communicative MALL
environment.
Summary. Research Question 1 involved the exploration of how higher
education language instructors designed communicative MALL environments. The data
suggested they identify goals and create authentic learning experiences via
communicative modes in order to achieve those goals.
Research Question 2: What influences higher education language instructors’
design decisions to use MALL for communicative language teaching?
The purpose of Research Question 2 was to essentially find out what drives the
planning actions of higher education language instructors when designing a
communicative MALL environment. As mentioned in the previous section, the findings
suggest language instructors identify goals, utilize communicative modes, and create
authentic communicative tasks. In this section, I discuss the findings that support why
these language instructors include those components in their planning decisions.
Although the literature did not suggest any specific theoretical alignment or beliefs that
guide language instructors as they design communicative MALL environments, as there
is a lack of specific literature on designing communicative MALL environments, I
reviewed literature that I thought might support this research question. Theoretical
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foundations of constructionism (Crotty, 2011; Harel & Papert, 1992; Vygotsky, 1978),
situated learning (Brown et al., 1989; Lave & Wenger, 1990), the interaction hypothesis
(Long 1983), and communicative competence (Canale & Swain, 1980) were all
considered to be possibilities as design influences. The data show the participants talking
about constructionism and situated learning but do not show any discussion of the
interaction hypothesis, specifically. The participants did not speak specifically on the
primary components of communicative competence, but did reveal their thoughts on
communicative language teaching. Therefore, to answer Research Question 2, the overall
findings revealed in Theme 1 have been divided into three foci: instructors’ theoretical
foundations, instructors’ beliefs about CLT, and the instructors’ beliefs about mobility.
Theoretical foundations. The first focus in response to Research Question 2 is
that higher education language instructors have theoretical foundations that guide their
decisions as they design communicative MALL environments. Driscoll (2005) stated,
“the basic assumption, no matter what the particulars of an instructional situation, is that
effective instruction is informed by theories of learning” (p.24). The participants
expressed their instructional foundations in constructionism and situated learning. Crotty
(2011) argued that constructionism is an epistemology that “holds the view that all
knowledge, and therefore all meaningful reality as such, is contingent upon human
practices, being constructed in and out of interaction between human beings and their
world, and developed and transmitted within an essentially social context” (p.42). Harel
and Papert (1991) define constructionism as a theory of learning and an instructional
strategy where learners learn best during the construction of an artifact. Lave and
Wenger (1990) and Brown et al. (1989) asserted that in Situated Learning, learning must
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be embedded in context. For this study, the data implied the participants’ theoretical
alignments certainly influenced their planning decisions for communicative MALL
environments. For example, when discussing the creation of externalized objects, as
suggested within the theory of constructionism, theory is applied to language instruction
when “you learn about food here [in the class], you’re going to have to apply it to your
own situation and then output something different.” Another example of theory
informing the participants’ instruction arose when sharing about contextual and situated
learning. A participant stated her lessons have to be developed “in a context that makes
sense.” Another participant argued “the purpose of language learning is to use the
language in a context, for a purpose.” Additionally, a third participant defended “strong
beliefs in situated, constructivist, and constructionist approaches” to language learning.
These examples, as well as evidence within theme one, support this first focus as part of
the answer to research question two. Language instructors have theoretical foundations
that inform their decisions. For communicative MALL environments, the data suggest
that language instructors choosing to create communicative MALL environments have
theoretical alignment with situated learning and constructionism.
Beliefs about CLT. The second focus in response to Research Question 2 is that
higher education language instructors have beliefs about CLT that guide their decisions
as they design communicative MALL environments. CLT is not a learning theory per se,
but it is rather an approach to language learning that steers way from the era of grammarfocused methodologies. Richards and Renandya (2002) view CLT as a holistic view of
language instruction. Furthermore, Lee and Van Patten (2003) asserted the language
instructor is now more of a facilitator creating real communication opportunities for
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students. Basic principles of CLT are that learners learn via communication, that
communication should be authentic and meaningful, that fluency is important, that
communication involves various language skills, and that learning a language is a process
of creative construction that involves trial and error (Rodgers, 2001). The findings in this
study suggest the language instructors in this study hold strong beliefs in CLT that
influence their instructional design decisions.
For the participants, CLT influences how the target language is used in the
classroom where communicative means, “We’re speaking in Spanish the entire
classroom,” as Liliana said. Rebecca described CLT as “communicating not only in the
language,” but also being able to “empathize.” Raquel described that CLT for her
classroom meant “it is important to provide the opportunities for the students to
communicate and practice and talk.” CLT was also described by Paul as not necessarily
“not doing writing and grammar…but a larger focus on actual communication and actual
application of the language.” The data suggested these beliefs directly influenced how
they designed communicative MALL environments. For example, Liliana’s belief of
speaking the entire classroom relates to her immersion style of instruction. Rebecca’s
focus on culture, which is one of ACTFLs 5Cs (National Standards, 2006), relates to her
activities that involve “connecting language with culture.” Raquel’s belief of providing
talking opportunities relates to how she has students “working in groups, using the target
language, and creating something together.” Paul’s emphasis on language application
appears in the real-world tasks he designs in the target language such as online shopping
experiences.
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These examples, as well as evidence within Theme 1, support this second focus as
part of the answer to Research Question 2. Language instructors have strong beliefs in
CLT that inform their decisions when planning a communicative MALL environment.
Beliefs about mobility. The third focus in response to Research Question 2 is
that higher education language instructors have beliefs about mobility that guide their
decisions as they design communicative MALL environments. Current literature argues
that mobile devices can possibly enhance student-learning experiences because they are
ubiquitous and can allow students to learn in real time (Elias, 2010; Jeng et.al, 2010,
Kukulska-Hulme, 2013a). Because of their inherent, communicative nature, mobile
devices are capable of phone and video calls, maintaining social media communications,
and text messaging (Grant & Hsu, in press). Therefore, when designing communicative
MALL environments, a language instructor must hold some beliefs about mobility and
how it can contribute to language instruction. First, there is a belief in being “device
agnostic.” The participants did not ban nor promote any specific devices. This is also
important to note as this variation in devices implies the device type may not matter for
CLT. Because the devices are communicative by nature, they can work for most any
type of communicative activity for language learning. For example, Rebecca mentioned
an activity using Snapchat where the students would take pictures, record captions and
share with friends. This activity could work on a smartphone, an iPad, or other similar
devices. Second, there was a belief that mobility “engages [the students] more
physically,” as mentioned by Rebecca. As an online teacher, the mobile devices offer the
opportunity for students to use their devices within their community, as opposed to
remaining at a stationary computer to complete the course. Third, there was the belief
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that mobility was not just about technology. For example, Paul noted “Technology is
part of it but the mobility is also mobility within the classroom of how people interact
with each other.” This could be seen in a language task where the students have to rotate
between learning stations, or complete and record an interview tasks with a required
number of people in the classroom. Mobility breaks the traditional, “anticommunicative” rows of desks allows for a greater ease of communication.
In essence, mobile matters because the language instructors considered
themselves to be communicative language teachers, and mobile devices supplemented
their curriculum by supporting communication opportunities and authenticity. These
examples, as well as evidence within themes one and three, support this third focus as
part of the answer to research question two. Language instructors have beliefs about
mobility that inform their decisions when planning a communicative MALL
environment.
Summary. Research question 2 involved the exploration of what influences
higher education language instructors’ design decisions to use MALL for communicative
language teaching. The data suggested they have theoretical alignment with
constructionism and situated learning, hold strong beliefs in CLT, and have beliefs about
mobility that inform their planning decisions.
Chapter Summary
Two research questions were defined in this chapter. The first research question
involved the exploration of how higher education language instructors designed
communicative MALL environments. The interpretation of the data was that language
instructors identify goals, and create authentic learning experiences via communicative
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modes in order to achieve those goals. The second research question aimed to explore
what influences higher education language instructors’ design decisions to use MALL for
communicative language teaching. The interpretation of the data was that language
instructors who design communicative MALL environments have theoretical alignment
with constructionism and situated learning, and hold strong beliefs in CLT. Additionally,
language instructors considered themselves to be communicative language teachers, and
mobile devices supplemented their curriculum as vehicle for communication
opportunities and authenticity.
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Chapter 7
Limitations and Implications
This chapter presents the limitations of this case study, as well as implications for
practice and research.
Study Limitations
This case study research has several limitations that future research could address.
The first limitation I present is the non-generalizability of a qualitative methodology.
Crotty (2011) agreed that qualitative methodologies, particularly under the epistemology
of constructionism, should not be generalized. Instead, the richness of the descriptions
and the data depict participants within this case study that are particularistic to
implementing mobile technology with language learning and “illuminate the reader's
understanding of the phenomenon” (Merriam, 1998, p. 30). This research explored the
specific case of which the participants met the criteria. This is relevant as research on
communicative MALL environments, from the perspective of the instructor, is limited.
Next, this case study was limited to four participants. Although there was an
attempt for several more participants, this small number showed variability in teaching
experience, strategies, geographical region, institution type, and language. The four
participants that committed to the study shared their particular experiences with
communicative MALL environments. It is possible different participants would have had
different experiences to share. Moreover, the experiences shared in this study could
inform future survey research with many more participants to differentiate among the
practices of language teachers.
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This case study was also limited to one observation, which was completed with
Liliana. As expected with the different locations of the participants across the United
States, obtaining an observation for each was unlikely. Additional observations could
have provided further insight into the planning and implementation activities of Rebecca,
Raquel, and Paul, as well as corroborated and triangulated evidence from interviews and
documents.
Finally, it is important to note the participants were self-identified as using CLT
and MALL. This can also be seen as a limitation as it lacks a standard by which the data
could be measured. I felt it was important to allow the participants to self-identify as
CLT and MALL teacher-designers because so little research has considered these topics.
Therefore, it was important to discover what practices, plans, and designs were being
implemented. Different findings might be uncovered if specific criteria, such as ACTFL
standards for example (National Standards, 2006), were used to identify the participants.
However, the purpose of this study was exploratory.
Implications for Practice
The findings and interpretations for this case study suggest two implications for
those in the field of communicative MALL environments: (1) aligning theoretical and
pedagogical beliefs with goals and instruction, (2) consideration of mobile device
features, and (3) forming communities of practice.
Aligning theoretical and pedagogical beliefs with goals and instruction. The
findings from the study implied that the language instructors’ theoretical and pedagogical
beliefs inform their instructional goals, and thus, how they design instruction. This is
certainly in line with Crotty (1998), who asserted that theoretical views inform how a
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researcher conducts research, and Driscoll (2005) who proposed that theoretical and
pedagogical beliefs inform how an instructor designs instruction. Experience has taught
me that it can be easy to be consumed by the daily task of writing daily objectives and
planning daily activities. Based on my interpretations of this case study, I recommend
language instructors (me included) examine their own alignment when designing
language instruction. If a language teacher has strong beliefs in CLT and contextual
learning, then the instructional goals should imply your belief that students learn best
when given communicative opportunities situated in authentic context. Next, the
environment and experiences a language instructor creates, such as specific
communicative tasks, should allow for students to achieve those goals. This alignment
could help foster more purposeful instruction based on conviction of sound beliefs, and
thus yield more positive language learning experiences.
Consideration of mobile device features. The findings in this case study
suggest the design of communicative MALL environments includes three primary
activities including goal identification, utilizing communicative modes, and creating
authentic communicative tasks. The creation of authentic communicative tasks in a
MALL environment, not only necessitates attention to CLT principles (Rodgers, 2001),
but also attention to the features of mobile devices. Stockwell and Hubbard (2013)
argued it is challenging for language instructors to link mobile features with specific
tasks. In my interpretations, I distinguished between what I termed non-communicative
features and inherent communicative features of mobile devices. Non-communicative
features included aspects of the devices that can support broader communicative tasks in
the classrooms, such as a calorie counting app or using the browser to shop on Amazon.
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The inherent communicative features such as access to social networking, video
conferencing, and mobile conversations innately serve as communicative tasks.
Therefore, recognizing how to use these two types of features within a communicative
MALL environment can expand the variety of activities that can be created to enhance
the language learning experience.
To even further connect mobile features to language learning pedagogy, the use of
non-communicative device features and inherent communicative device features can be
aligned with the three modes of communication. Attention given to the interpretive,
interpersonal, and presentational communication modes (National Standards, 2006) help
ensure learners achieve a full scope of authentic communicative experiences. The
participants in this study shared their experiences creating activities around these modes.
Language instructors in the field should also consider these types of activities. For
example, please consider the following presentation (see Table 8):
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Table 8
Aligning Mobile Device Features with Communicative Language Pedagogy
Type of Mobile
Device Feature

NonCommunicaitve
Mobile Features

Inherent
Communicative
Mobile Features

Mobile
Device
Feature
Web
browser

Communicative
Mode
Interpretive

Map
app

Interpersonal

Weather
app

Presentational

Email

Interpretive

Google
Hangout

Interpersonal
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Sample Authentic
Communicative Tasks
Visit an authentic periodical site
(El Pais in Spain, for example)
and read an article. Instructors
can level accordingly by asking
for a written summary, answering
comprehension/discussion
questions, or finding cognates and
then, sharing with classmates.
Could also conduct a news
interview.
A new student (from target
culture) is visiting and needs help
getting around town. Use app to
answer his/her questions about
how to get to various places.
You and your friend are planning
a trip to (target country). Use the
app to find out what the weather
will be like during your trip.
Prepare a presentation with this
information including what
activities you can do each day,
according to the weather.
You haven’t spoken to a friend
from (target country) in years.
Compose an email telling about
what’s been going on with you
the past couple of years. Make
sure to ask about what’s going on
with your friend lately, too.
When you receive your email,
respond appropriately in at least
one paragraph.
Set up a hangout with chat pals in
other countries or language
students in U.S. schools. Or set
up a chat with friends for practice
in the target language.

Table 8 (continued)
Type of Mobile
Device Feature

Mobile
Device
Feature

Padlet

Communicative
Mode

Presentational

Sample Authentic
Communicative Tasks
Chat topics can be brainstormed
by students ahead of time, if
preferred.
Post pictures of your dream
house. Describe it. Tell what
you love about it.

As presented in the table above, using different types of mobile features can serve well
for language practitioners seeking to align mobile learning with CLT.
Forming Communities of Practice
Although not a preponderance of data to present as findings, a couple of the
participants expressed a desire to seek and share information regarding communicative
MALL environments. Small categories on seeking and sharing knowledge about MALL
for CLT arose according to the participants’ experiences with pursuing resources to best
create a communicative MALL environment. For example, Paul spoke of the “fast
paced” and “changing” field of technology, which implied an instructor might need to be
purposeful in their attainment of skills in order to achieve their vision and goals. This
suggests there may be a need for communities of practice among language instructors
using MALL for communicative purposes. A community of practice is described by
Wenger (2009) as groups of people sharing a “concern or a passion for something they do
and learn to do it better as they interact regularly” (p.1). Being in the company of others,
especially those with similar learning goals or expertise would afford language
instructors a partnership and mutual resource for constructing knowledge. Brown et al.
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(1989) described these communities as being connected by more than a task; but also are
connected by intricate, socially constructed webs of belief that are crucial for
understanding what they do. Through national language organizations such as ACTFL,
AATSP, and IALLT to name a few, practitioners can begin networking and forming
these communities to create dialogue on challenges and best practices to further enhance
the discipline.
In order to facilitate these communities of practice, language learning
practitioners can utilize personal learning environments (PLEs), personal learning
networks (PLNs), and professional learning networks (ProLNs). First, PLEs involve
using various devices, software, applications, web services/learning resources to support
one’s customized needs for learning (Martindale & Dowdy, 2010; 2010; Schaffert &
Hilzensauer, 2008). PLEs would allow language instructors to create and enjoy learning
on their own terms, such as maintaining contacts in a mobile phone, bookmarking
teaching resources on a webpage, and even using a calendar application to remember
professional learning events. Second, PLNs are used to integrate human social networks
through social networking sites and personal contacts for the purpose of individualized
learning needs (Grant & Hsu, in press). These contacts could build from networks among
peers in the various language learning organizations mentioned previously. Therefore, if
a language instructor has a particular interest in MALL, he or she might create a PLN
including contacts from both research and practice to use as a resource. In contrast to
PLEs and PLNs, ProLNs form a community of practice where practitioners share
learning goals and professional interests. If the same practitioner mentioned above who
sought to improve skills in designing communicative MALL environments, and
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connected with other practitioners with similar goals, they could form a ProLN. This
would allow them to exchange ideas and practices to develop the skills together as a
community. PLEs, PLNs, and ProLNs can serve to expand the practice of designing
communicative MALL environments by providing opportunities for language instructors
to seek and share knowledge.
Implications for Research
The findings and interpretations for this case study suggest two implications for
those seeking further study in the field of communicative MALL environments: (1)
linking MALL design practices and experiences with student experiences, (2) using
TBLT as a design model for communicative MALL environments, and (3) addressing
and maximizing the limitation of participants
Linking MALL design practices with student experiences. In hopes there will
be continuing research on the design of communicative MALL environments, there
should also be an effort to link these design practices with student experiences. The
existing research regarding MALL is conducted from a student’s perspective (cf., Ducate
& Lomicka, 2013; Kim & Kim, 2012; Osborne, 2013). A study could be done looking at
different design considerations such as communicative modes, device types, TBLT,
theoretical alignment, or online versus face to face; and then seeing how they align with
student experiences including motivation, participation, chosen communicative
opportunities, or autonomy. As the purpose of this case study was to explore
communicative MALL environments from the instructor’s perspective, there existed no
student accounts. The instructors did use language such as “the students enjoyed it a lot;”
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however, that does not replace the actual voices of the students. Future research could
explore this student connection to the design practices.
Using TBLT as a Design Model. Park (2011) argued “the most serious issue
faced by mobile learning is the lack of a solid theoretical framework which can guide
effective instructional design and evaluate the quality of programs that rely significantly
on mobile technologies” (p.83). To support that assertion, I noted there existed no data in
my findings that would suggest language instructors use a particular instructional design
model (cf. Dick, et al., 2009; Morisson et al., 2011). Furthermore, while the evidence
strongly implied the participants’ beliefs in CLT, and even some reference to creating
tasks (specifically from Paul and Raquel), data did not emerge that showed they fully
used the TBLT structure. Future research could possibly consider the use of TBLT as
design model for communicative MALL.
Once the assumptions for TBLT are met Richards and Rodgers (2001), an
instructor can begin the design process that includes the development of pre-task, task,
and post-task activities (p. 224). The pre-task involves activities that prepare the learner
with the knowledge and skills necessary to complete the task. The next step in designing
for TBLT is to specify the activities and requirements for the task and post-task activities.
Recall that Robinson (2011) outlined seven requisites that promote optimal learning in a
task-based environment.
-

Input. The input is the information the learners receive. It can be visual,
aural, or written and provides key material needed for accomplishing the task.

-

Roles. The learners participating in the task must have a role. For example,
someone can be the information giver while the other is the receiver.
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-

Settings. The setting involves the grouping arrangements.

-

Actions. The learners must follow certain procedures, or actions, in order to
achieve the task goal. This can also include such directions as whether or not
planning time is allowed.

-

Monitoring. There should be a teacher present to facilitate and help ensure
learners are appropriately on task.

-

Outcomes. The outcomes can be process, product, or behavioral outcomes
that should be the result of the task.

-

Feedback. As a post-task activity, the teacher evaluates the learning, and
then offers feedback on the language use and task process. (p. 7)

Because TBLT is described as a CLT approach, it is logical that it could present a viable
instructional design structure for communicative MALL environments. Future research
can study how mobile devices and their features can nurture the pre-task, task, and posttask activities of TBLT.
Addressing and Maximizing the Limitation of Participants
The small number of participants limited this case study. This small number (4),
typical in qualitative research, offered an in-depth view of the case, which would
diminish with larger samples (Creswell, 2008). However, this does offer implications for
research. In order to address this small number, there are three recommendations that
would align with the constructionist epistemology of this case study. First, there is the
opportunity to replicate the study with a different group of participants, even up to as
many as 8-10, and still generate data to contribute to these findings. Instructors vary in
beliefs and methods, languages taught, and where they teach. The possibilities due to
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theses variables are significant and thus could contribute well. Second, this study can be
strengthened through triangulation by obtaining more documents and more observations.
The document collection was extremely varied, and perhaps could be more streamlined in
another project. For example, a researcher can specify document types as a requirement
at the onset of research. Completing observations should be viewed as a logistical issue.
If future researchers want to include observations, I would recommend, using participants
within your region, or having the means and time to travel. However obtained,
completing an observation with each participant could further corroborate the data and
enhance the findings. A final recommendation to addressing the participant limitation is
to really embrace the small number of participants and conduct ethnography. Tedlock
(2003) proposed that ethnography, both a methodology as well as a product, is more of a
continuation of fieldwork combining many methods of investigation to offer, “personally
situated accounts, descriptions, interpretations, and representations of human lives”
(p.165). Instead of increasing the number of participants, harness the inherently rich
methodology that takes an in-depth view of the lives of one to three language instructors
designing MALL environments for communicative purposes. By becoming a part of the
instructors’ lives for a longer term, a researcher can truly see how theoretical and
pedagogical beliefs influence their entire outlook on course design. There would also be
opportunities to see creation of activities in real time, as well as how they are
implemented daily and/or weekly. These three recommendations can help address and
maximize the limitation of the small number of participants to strengthen similar studies
in the future.
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Chapter Summary
This case study has four limitations. First, its qualitative nature deems it unable to
be generalized. The second limitation is the small number of participants, though typical
in qualitative research. The third limitation is the limited number of observations
conducted. The fourth limitation is the self-identification of the participants as
employing CLT in MALL environments.
There are six implications from this study. The three implications for practice
suggest instructors align theoretical and pedagogical beliefs with goals and instruction,
consider the features of mobile devices in their communicative MALL environments, and
develop communities of practice. The three implications for research suggest linking
MALL design practices with student experiences, using TBLT as a format for designing
communicative MALL environments, and addressing and maximizing the limitations
with added participant requirements and ethnography.
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Appendix B
Interview Protocol
Hello, and thank you so much for consenting to participate in this study. First, let
me review with you the purpose of the study before we begin. The purpose of this is to
describe how higher education language instructors design mobile assisted language
learning environments for communicative language teaching. Our interview will address
two broad topics. The first area deals with how higher education language instructors
design and plan for mobile assisted language learning for communicative purposes. The
second area seeks to find out the thought processes that guide the design, including and
theoretical and design foundations. I will be recording our interview, as well as taking
notes, to ensure the data is accurate. Do you have any questions before we start?
(Clarify for the participant as needed). Ok! Let’s begin.
I will first collect some demographic information from you to better describe the
sample in the study.
Number of years you have been integrating mobile technology in your
instruction
Nubmer of years you have been a higher education instructor/professor
Educational background
Current position
Age
Gender

Research question 1
Let’s first discuss how you plan for mobile learning experiences for your students.
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1. Tell me about your favorite mobile lessons and/or activities you’ve planned for
your students.
A. What was your goal for this lesson?
B. Tell me about what the students had to do.
C. Tell me about the students’ reactions to the lesson.
D. Based on your experience, what makes mobile assisted language learning
work so well for communicative language teaching.

2. Tell me about your least favorite mobile experiences and/or activities you’ve
planned for your students.
A. What was your initial plan/goal?
B. Tell me about what the students had to do.
C. Tell me about the students’ reactions to the lesson
D. What do you see to be some constraints related to mobile assisted language
learning?
E. Tell me about what you would do differently.
3. Walk me through your planning process as your prepare for mobile assisted
experiences.
A. Do you use a specific lesson plan format? (If yes) Tell me about that.
B. Do you follow any particular instructional/teaching model? (If yes) Tell me
about that.
C. Describe to me what communicative language teaching means to you.
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D. Do you follow any particular communicative models (ex: task-based)? (If
yes) Tell me about the steps you follow.
4. Tell me about the tools you use.
A. Describe your comfort level with technology.
B. Tell me about the hardware you use.
C. Tell me about the software you use.
D. Tell me about the blogs, apps, websites, etc. that you use.
E. Describe the frequency students are expected to use these tools during the
semester.

Research question 2
Now, let’s transition to the through processes behind your planning decisions.
1. As a professor/instructor, with what theoretical foundations do you align
yourself?
A. How does this theory (these theories) influence your instruction?
B. Tell me about the (second) language theories that guide your instruction.
C. Tell me about other learning theories that guide your instruction.

2. Are you familiar with any specific mobile (or multimedia) design principles? (If
yes) How do these principles influence your planning when designing mobile
learning opportunities?
A. Describe your thought process when designing for MALL.
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B. Tell me about how you consider audio, visuals, and text for use with your
students.
C. Walk me through your thought process as you consider social networking,
chats, blogs, etc. for use with your students.
3. Tell me about your students’ reactions to MALL lessons you’ve designed.
A. Tell me about experiences they’ve liked the most.
B. Tell me about experiences they’ve least enjoyed.
C. Tell me about how you use student feedback when planning your MALL
experiences.
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Appendix C
Document Review Protocol
Document Number _____ Review Date__________ Reviewer _______________
Document title________________________________________________________
Author ______________________________________ Document Date__________
Brief description ______________________________________________________
_____________________________________________________________________
_____________________________________________________________________
1. What is the learning objective?
2. Describe the format of the lesson planning material.
3. Describe communicative language teaching activities/strategies.
4. Describe any other teaching strategies.
5. Describe any evidence of assessment.
6. Describe evidence of mobile integration
A. Mobile devices?
B. Specific software/apps?
C. Specific activities?
D. Type of media included?
E. Social networking included?
7. Evidence of specific learning theories?
8. Evidence of specific second language acquisition theories?
9. Other evidence possibly relevant to MALL and/or communicative language
teaching.
163

Appendix D
Observation Guide
Observer______________________________________________________
Date______________

Day_____________

Time____________

Location_______________________________________________________
Lesson Objective________________________________________________
Key
(XXXX) = Observer comments
[XXXX] = Use of subjective language
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Dorian Brown – Chapter One Draft
Diagram of Room and People

Describe the learning environment (location, atmosphere, etc.)

Describe the technology being used

Describe the materials being used

Describe the people (appearance, attire, characteristics, locale, etc.)

Describe the language (how is lesson introduced, what questions are asked, what
remarks are made, what interaction occurs between students, etc.)
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Dorian Brown – Chapter One Draft
Describe the actions (movement, non-verbal cues)
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